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ABSTRACT
The Essential Characteristics of Coaching That Secondary Principals Perceive Support
Effective Leadership at School Sites
by Bryanna Norton
Purpose: The purpose of this phenomenological study was to understand and describe
the essential characteristics of coaching that secondary principals perceive to support
effective leadership at school sites. An additional purpose of this study was to determine
what strategies secondary principals recommend for improving coaching that supports
effective leadership at school sites.
Methodology: This study adopted a phenomenological approach. The researcher
analyzed the lived experiences of 11 secondary principals and identified any
commonalities that existed among their interviews based on their perceived truths and
perceptions of their lived experiences.
Findings: Analysis of interviews, observations, and artifacts from 11 high school
principals generated multiple findings. In order for the principal to benefit and feel
supported, the coach must establish a trusting relationship where the principal can be
vulnerable. Likewise, authenticity, consistency, meaningful feedback, communication,
purposeful questioning, and listening must be provided to ensure the principal reflects,
grows professionally, and implements change in their leadership.
Conclusions: The study supported the finding that coaching firms must hire individuals
of varying background and experiences who have done the actual job they are being
asked to coach. The coach must know how to build rapport, communicate consistently,
build trusting relationships, and be empathetic. Districts that utilize coaching firms must
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take the time to evaluate the services the firms provide. They must ensure that the
coaches are trained in emotional intelligences and that the coaching is confidential to
ensure they can develop trusting relationships with their coachees.
Recommendations: Further research is recommended to determine if coaching
characteristics are similar at the elementary and middle school levels. Moreover, a mixed
methods study should be conducted with coaches to determine how the essential
characteristics of coaching helped the high school administrators develop as leaders.
Likewise, a future study should investigate how all veteran site administrators grew as
effective leaders based on coaching characteristics. Finally, a Delphi study should be
conducted to compare the effectiveness of the coaching characteristics that coaches use
when coaching site administrators at the high school level.
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CHAPTER 1: INTRODUCTION
Vince Lombardi once said, “Leaders are made, they are not born. They are made
by hard effort, which is the price all of us must pay to achieve any goal that is
worthwhile” (as cited in Joesten, 2012, p. 1). This quote parallels certain key
developments the United States education system has made in the last decade. During this
timeframe, the United States has faced myriad changes and developments. In 2010, over
40 states—including Tennessee, Oregon, and California—were beginning to adopt the
Common Core State Standards (CCSS; California Department of Education [CDE],
2020; Smith, 2017). The California Department of Education (CDE, 2020) identified the
CCSS as beneficial for all students so that the same standards would be taught across the
United States. However, many of these states faced multiple barriers in executing the
application of these standards, including resistance from educators, inadequate funding
(although select State and Federal funding were available), lack of time, and the
understanding that making complex changes can take years (Kober & Rentmer, 2011;
Smith, 2017). In addition to the CCSS implementation, during this time educators also
wanted their districts and schools to implement various types of new and emerging
technology. In 2014, California educators developed and delivered A Blueprint for Great
Schools, which included the establishment of an Education Technology Task Force of
educators skilled in educational technology. The blueprint was released in 2014 and was
utilized until 2017 (CDE, 2020).
In addition to all these changes, the pandemic of 2020 to the present affected
society and education on a global scale. COVID-19 shifted the educational model and
compelled educational leaders to focus on digital transformation (Korkmaz & Toraman,
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2020). In a matter of days and weeks, district and site leaders were faced with how to
transform education onto a primarily online learning platform. “The flexible use of these
digital learning management systems has recently turned into a necessity of transforming
educational organizations, educators and students’ habits” (p. 293).
Especially during a pandemic, educational institutions must adapt constantly to
changing environmental pressures in order to remain effective (Dodgson, 1993; Levitt &
March, 1988). These changes and responsibilities fall to the leaders of districts, and more
specifically leaders at school sites. School principals will have to provide leadership in
the ever-changing and evolving world of education during and after the current pandemic
(Weiner et al., 2021).
Veteran principals receive support and coaching during their early stages of
leadership when they are clearing their administrative credential. However, when the
administrative credential is cleared, the coaching provided during the credential program
tapers off. Furthermore, the principal’s professional growth and training is then left up to
the individual or the district with whom they work. Anders Ericsson (2008) explained
that often people associate mastery of one’s profession with how much experience they
have, as well as their perceived command of their profession. However, in order for
people to develop expertise, they must engage in deliberate practice that entails
professional development that is often arranged by a coach. Coaching can be an effective
tool to help veteran school principals grow as leaders and develop expertise in their
profession in a rapidly changing world.
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Background
The emergence of coaching in the 20th century began with athletic professions in
the 1960s. In the 70s and 80s, coaching began to diversify into fields such as business,
becoming extremely popular. In the 1990s, many individuals utilized coaching for their
own personal development. Moreover, coaching expanded into many more fields,
including life coaching, educational coaching, executive coaching, and career coaching
(Passmore, 2015).
Coaching Versus Mentoring
First, it is important to understand the differences among the models,
characteristics, and elements in mentoring and coaching. According to Lancer and
Megginson (2016), “One of the problems practitioners in the field face is confusion of
definitions: what one group identifies as coaching another would perceive as mentoring”
(p. 8). Additionally, Bose (2016) tacitly described the success of the mentoring
relationship in the following way; “Mentees consider opportunities for career growth,
gain confidence and improve interpersonal skills. The support is based on the mentor’s
own experiences and learnings, which makes them more reliable figures in the eyes of the
mentee” (p. 2). Further, mentoring is often considered to focus on a nonjudgmental
relationship that ensures attention is given to the present moment (Kabat-Zinn, 2012).
Finally, and more succinctly, mentoring is often a one-way conversation between a
veteran and a newcomer in the same field of work (Lancer & Megginson, 2016).
Compared to mentoring, coaching focuses on listening, empathizing, appreciating,
and then designing resolutions (Tschannen-Moran, 2020). Moreover, coaching is
development driven. The main difference between coaching and mentoring is that
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mentoring often lasts longer, whereas coaching has a much more organized and official
approach (Bose, 2016).
Organizational coaching. Over the last three decades, coaching has become a
focal point in multiple fields of work (Tschannen-Moran, 2020). However, even 15 years
ago, there was not a great deal of data regarding coaching and the effects of coaching. In
the 1990s, the field of executive coaching in the corporate world was exploding, focusing
on the individual as well as the organization. Moreover, there was confusion regarding
the support coaches provided to their coachees (Brock, 2012). Over the last decade or
two, a better understanding has arisen of what coaching has become and what it will
continue to evolve into (Brock, 2012). Coaching in business has transferred over into the
field of education, specifically related to coaching and site governance.
Leadership. Theories of leadership and transformational leadership have their
foundations in the work of James Burns, who is deemed the creator of the contemporary
leadership theory (Marzano, 2005). Burns (2010) was one of the first scholars to create a
definition of leadership; “I define leadership as leaders inducing followers to act for
certain goals that represent the values and motivation—the wants and needs, the
aspirations and expectations—of both leaders and followers” (p. 1). As mentioned earlier,
there is a recent focus in the field of education to support leaders, and according to
Tschannen-Moran (2020), “Leadership coaching has risen to fill the professional
development gap for educational leaders and has recently come to the forefront as a way
to fill the professional development gap that exists” (p. 25). Moreover, when site leaders
view coaching sessions as an opportunity to reflect, look at problems with a new
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perspective, and meet their needs, then coaching can serve as a method of compelling
change (Stricker, 2018).
Theoretical Foundations
According to Williams (2006), “Coaching is a new field that borrows from and
builds upon theories and research from related fields that have come before it. It is a
multidisciplinary, multi-theory synthesis and application of applied behavioral change”
(p. 4). To synthesize multiple theories from related fields, it is important to understand
how learning theories support and direct coaching.
Learning Theories
Holland (2018) borrowed the definition of learning from educational theorists
Jean Piaget, Lev Vygotsky, and Albert Bandura, and the book How People Learn: Brain
Mind, Experience and School (Bransford, 2004), explaining that learning on all levels
entails three factors; learning is active, social, and meaningful. Learning encompasses
various theories, including classical conditioning, reinforcement theory, facilitation
theory, and experiential learning theory (ELT). These theories all have to do with how
individuals behave and what motivates their behavior (Fazel, 2013). Understanding
individuals’ behavior enables coaches to identify coaching models and characteristics that
will support their coachees.
Coaching Models
As mentioned previously, coaching is found in multiple fields, including life
coaching, educational coaching, executive coaching, career coaching, and sports
coaching (Passmore, 2015). Additionally, coaching structures such as facilitative,
instructional, collaborative, cognitive, consultative, and transformational coaching are
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also utilized within varying fields to help coaches develop their skills (Bloom et al.,
2005). The following sections focus on two key areas. The first identifies key coaching
models that are utilized in the corporate world, and the second section includes models
used in education. The discussion of these specific models will identify key
characteristics utilized in the coaching process.
Corporate coaching models. Sir John Whitmore was one of the first individuals
to introduce corporate coaching models into the realm of business. In the 1980s, Graham
Alexander, Alan Fine, and Sir John Whitmore introduced the corporate world to the
model of coaching called GROW (Whitmore, 2017). Sir John Whitmore described the
acronym in further detail:
1. G (GOAL): Setting for the meeting as well as short and long term.
2. R (REALITY): Checking to delve into the current situation.
3. O (OPTIONS): Considering alternative strategies or courses of action.
4. W (WAY FORWARD): What is to be done, when, and by whom, and the will
to do it (Leadership That Works, Inc., n.d.).
The GROW model was then developed into a second model that is referred to as
the TGROW model. This model was created by Myles Downey and follows the premise
of the GROW model with the addition of the T, which stands for topic and focuses on
one specific area that needs attention (Downey, 2003).
1. T (Topic): Focusing on one specific area that needs attention.
2. G (GOAL): Setting for the meeting as well as short and long term.
3. R (REALITY): Checking to delve into the current situation.
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4. O (OPTIONS): Considering and alternative strategies or courses of action
(Downey, 2003).
A third model that is utilized in the business world is the OSKAR model (Palmer,
2008). This model concentrates on solutions and begins with the outcome in mind. The
OSKAR model focuses on five main ideas:
1. Outcome: Understanding the purpose of the coaching session.
2. Scaling: Refining and setting reasonable goals.
3. Know-how and resources: Understanding the skills and resources need to
attain the goal.
4. Affirm and action: Reflecting on the current state.
5. Review: Reflecting on progress (Jackson & McKergow, 2014).
Corporate models in business have been used as a resource and provided guidance
on models within education. Educators have thus far adapted the aforementioned models
and other characteristics, as well as creating additional models that meet schools’ needs.
Educational coaching models. Educators have examined and experimented with
the idea of coaching individuals for years. One of the earliest coaching models researched
is the co-active coaching model, as initially described in the book Co-Active Coaching.
This model focuses on viewing the coachee holistically, listening to his/her needs,
evoking transformation, and understanding that people are creative and resourceful
(Kimsey-House et al., 2011).
Another model that is commonly used in education is the evocative coaching
four-step model, originally discussed in the book Evocative Coaching. This template
identifies four fundamental steps of coaching: listening, empathy, inquiry, and design
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thinking. Additionally, according to this model, trust and a strengths-based approach
help site administrators and teachers to develop (Tschannen-Moran, 2020).
A third common model, centered on administrative leadership, is known as
administrative leadership coaching. This model focuses on various skills of coaching,
including communicating effectively, establishing goals and desired results, and ensuring
the coach and coachee develop a strong base. The coaching is tailored to the coachee’s
needs and development (Reiss, 2015).
A fourth model employed within education is the blended coaching model, which
concentrates on strategies and skills that are needed especially to support educational
principals at school sites. More specifically, the focus is on building relationships,
listening, observing, questioning, and providing feedback. The model also addresses the
difficulties that principals face as leaders (Bloom et al., 2005).
Theoretical Framework
This coaching framework combines characteristics of multiple coaching models
including co-active coaching, the blended coaching model, administrative leadership
coaching, and evocative coaching. These four coaching models were selected for the
theoretical framework because one model is specifically focused on administrators
providing coaching, one model is utilized by the Association of California School
Administrators in training educators and administrators in coaching, and all four models
frequently appeared during the researcher’s investigation of educational coaching models.
Because the field of coaching models is broad and aligned with the individual
leaders’ needs, the researcher developed a theoretical framework for the purpose of
providing understanding and clarity regarding the essential characteristics of coaching
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that support effective educational site leadership by combining the above four coaching
models. The theoretical framework is demonstrated in Table 1.
Table 1
Theoretical Framework

Models
Blended Coaching (Bloom et al.,
2005)
Administrative Leadership (Reiss,
2015)
Co-Active Coaching (KimseyHouse, 2011)
Evocative Coaching (TschannenMoran, 2020)

Trusting
Relationship
X
X

Characteristics
Inquiry/
Listening
Questions
X
X
X

Feedback
X

X

X
X

X

X

The four areas of focus within the theoretical framework are:
•

Building a trusting relationship

•

Listening

•

Inquiry/Questions

•

Feedback

The basis of this framework was developed by extrapolating coaching characteristics
from the aforementioned four models. The first area of focus is creating a trusting
relationship, and according to Bloom et al. (2005), in order for a coachee to trust the
coach, the coachee must believe the coach is sincere. Furthermore, to develop this
trusting relationship, the coachee must also believe that the coach is focused solely on
helping that individual achieve his/her goals. The second core characteristic is listening,
which is imperative to ensure good communication between the coach and coachee
(Bloom et al., 2005, Kimsey-House et al., 2011, Tschannen-Moran, 2020). Moreover,
Tschannen-Moran (2020) identified that when the coach is curious and utilizes inquiry

9

during the process the coach and the coachee can authentically explore the needs of the
coachee that will lead to improvement. As the trusting relationship develops by utilizing
inquiry and listening, it is crucial that the coach also provide feedback (Bloom et al.,
2005, Tschannen-Moran, 2018). This feedback must be specific, clear, and based on
observations the coach has witnessed (Bloom et al., 2005, Tschannen-Moran, 2020).
These four characteristics create the theoretical basis for this framework.
Principals as Leaders
It is important to note that although site leaders are expected to lead school sites
instructionally, culturally, and innovatively (Ezaki, 2015) in the 21st century, they often
become disenfranchised due to the demands placed on them. According to Lovely (2004),
“Developing leadership capacity is at the core of the collaborative principal’s work” (p.
8). These expectations tend to generate frustration, leading to an exodus of many
individuals in educational leadership roles. In addition, leadership can be lonely, which is
a fundamental reason why site leaders need coaching (Stricker, 2018). Therefore, when
site leaders receive the proper coaching, it offers them increased knowledge, confidence,
and the ability to delegate properly and distribute responsibility appropriately (Wells,
2014).
According to the Wallace Foundation (2013), principals incorporate five practices
to demonstrate effective school leadership:
1. “Shaping a vision of academic success for all students, one based on high
standards.
2. Creating a climate hospitable to education in order that safety, a cooperative
spirit, and other foundations of fruitful interaction prevail.
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3. Cultivating leadership in others so that teachers and other adults assume their
part in realizing the school vision.
4. Improving instruction to enable teachers to teach at their best and students to
learn at their utmost; and
5. Managing people, data and processes to foster school improvement” (p. 4).
Secondary Principals as Leaders
Like most site leaders, secondary principals benefit from the aforementioned five
practices in order to be effective. Furthermore, secondary principals often have a larger
staff, student population, and extracurricular activities. Because of these demands,
principals need professional development in the form of a coach. According to Lovely
(2004), “Developing leadership capacity is at the core of the collaborative principal’s
work” (p. 8). Furthermore, coaching supports that are implemented often increase
principals’ self-efficacy and ability to lead (Lewis & Jones, 2019). When a coaching
model is implemented and has created a safe space for the principal, he/she begins to
develop a sense of empowerment in making decisions. These benefits allow site
principals to be successful, often enabling them to remain in the position and profession
for longer periods of time (Simon et al., 2019).
Leadership Support of Site Administrators
The California Commission on Teacher Credentialing (CTC, n.d.) requires that
administrators in California complete an Administrative Services Credential Clear
Induction Program. This program meets the requirements for the Professional
Administrative Services Credential that is required for site administrators in the state of
California. Additionally, administrators must enroll in this program within 1 year of
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activating their preliminary credential. During this induction program, administrators
receive 2 years of one-on-one coaching and leadership development.
Once new site administrators complete their Induction Program, the required
coaching through the program ends (CTC, n.d.). However, as mentioned previously, in
the last 10 years, schools and principals have faced multiple challenges of implementing
state standards, technology, and navigating the COVID-19 pandemic. For leaders to lead
effectively, they need a coach with whom they can work with who will consistently help
them build relationships, listen, observe, ask questions, and provide feedback (Bloom et
al., 2005).
Gaps in the Research
Farver (2014) recommended that a study be conducted on the efficacy of
coaching, specifically investigating site leaders who have more than 1 year of executive
coaching to determine if perceptions of employees valuing the coaching would be
different. Moreover, research showed there was little information available relating to
secondary site administrators and the impact of the coaching they receive. In addition,
Lackritz (2006) suggested that a deeper investigation was needed to identify the different
models of coaching and how those models are utilized. Similarly, the research data also
showed an absence of information regarding the impact of coaching outside of
administrators clearing their administrative credential. Finally, a deeper dive into specific
types of coaching models, topics needing to be addressed in coaching, and the length of
the coach’s experience were all areas where prior research was lacking specificity.
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Statement of the Research Problem
The United States educational system has undergone tremendous changes in
student learning during the last 20 years. The CCSS were established to encourage every
student to learn at his/her highest level and acquire critical skills, concepts, and
knowledge at every level of learning (CDE, 2020). The CCSS implementation across
multiple states created myriad difficulties and problems. Likewise, the expectation to
implement learning changes and identify ways to support and develop teachers depends
on site leaders successfully navigating their schools into the 21st century (Bellanca &
Brandt, 2010). The CCSS was also designed to support students in learning the skills and
concepts necessary to be college and career ready. From 2010-2020, the global economy
provided opportunities for graduating students and individuals to work and take
advantage of prospects in various industries. According to Bellanca and Brandt (2010),
more than three quarters of all jobs in the United States are now in the service sector. Due
to adults needing specific skills in these sectors, students need to be prepared
appropriately for the ever-changing economy and workforce. The instructional
preparedness to help students adapt and thrive within the changing economy falls on the
shoulders of school site leaders to provide leadership in guiding this learning.
In early 2020, the COVID-19 virus struck the United States and rapidly thrust
districts, schools, and site leaders into overwhelming change. This change required
teachers and students to transition from in-person learning to an online learning platform
(Korkmaz & Toraman, 2020). Challenges related to equity, financial need for student
technology, and time for students and staff to adjust to the online platform revealed the
need for site administrators to provide effective leadership. Without consistent and sound
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leadership prepared to lead during times of change, student learning is often affected
(Wallace Foundation, 2013). Site leaders need support and coaching to lead their schools
successfully through the one constant in education: change (Säfström, 2018).
According to Anders Ericcson (2008), even the most talented individuals in their
profession require approximately 10 years of intense work to improve their craft, and
often times it takes longer. Educational leaders are often able to develop their expertise
via professional development. Additionally, individuals develop expertise when they are
motivated to improve, have a clear goal, are given feedback, and have multiple
opportunities to refine and improve their performance. These strategies and approaches
for developing expertise are often found in coaching.
Although widespread research exists on the benefits of corporate coaching in the
field of business, educational coaching is still considered emerging (Performance
Consulting, n.d.). Coaching occurs in the first 2 years on the job for beginning teachers
and beginning administrators in order to clear their credentials (CTC, n.d.). However,
coaching for site administrators as part of their ongoing leadership growth beyond those
initial 2 years is lacking. Site administrators need to develop their expertise; given
limited resources to support this ongoing growth, learning what principals perceive to be
the most effective characteristics of ongoing coaching will allow coaches to support them
effectively in leading schools (Anders Ericcson, 2008; Lewis & Jones 2019; Lovely
2004).
Purpose Statement
The purpose of this phenomenological study was to understand and describe the
essential characteristics of coaching that secondary principals perceive to support
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effective leadership at school sites. An additional purpose of this study was to determine
what strategies secondary principals recommend for improving coaching that supports
effective leadership at school sites.
Research Question
What do secondary principals perceive are the essential characteristics of
coaching that supports effective school site leadership?
Research Sub-Questions
1. What characteristics of coaching do secondary principals perceive support
effective leadership at school sites?
2. What do secondary principals recommend for improving coaching that
supports effective leadership at school sites?
Significance of the Study
The last two decades have brought numerous educational, economic, and medical
changes throughout the United States and the world (Kober & Rentmer, 2011; Korkmaz
& Toraman, 2020; Smith, 2017; Weiner et al., 2021). These changes have affected
educational institutions and will continue to affect them well into the future. Educational
site leaders will go on to face constant changes at their school sites, as well as at the
district and state levels. Site leaders must be prepared to address all situations that arise
and successfully navigate their schools through these varied changes (Reiss, 2015;
Weiner et al., 2021). Although support is required for new site administrators during their
first 2 years (CTC, n.d.), preparation to address these varied and changing situations
requires approximately 10 years of expertise development, and often times can take
longer (Anders Ericsson, 2008). Veteran site principals must receive targeted and specific
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supports to allow them to develop this expertise in their field so they can navigate
changes that arise. Moreover, the development of their expertise will need support
through educational coaching, filling a need that until now has been limited in
educational sectors.
This research addresses the gap in the literature by understanding and describing
the essential characteristics of coaching that veteran secondary principals perceive to
support effective leadership at school sites. Additionally, the study will determine what
practices secondary principals recommend for improving coaching and supporting
effective leadership. These determinations can then be utilized to support education in
various capacities across the United States.
The information from this study could be utilized by school districts across the
United States to support their site administrators in developing high levels of expertise.
Furthermore, the study will identify key characteristics that site leaders are looking for in
a coach. This information can be used by superintendents and school districts to focus
coaching resources on the most effective strategies to ensure that their leaders have the
best chance of being successful in serving their students and staff. Similarly, county
offices of education will be able to use the information from this study as part of advising
school districts about equitable coaching supports for their leaders. This information
could also be valuable to policymakers in developing policies that support site
administrators beyond the initial 2 years as they continue to develop their personal
expertise in leadership. Finally, the identified coaching characteristics will benefit site
leaders in recognizing what supports they require personally to develop their individual
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expertise in meaningful and relevant ways for the value of the students, staff, and schools
they serve.
Definitions
The following section provides definitions that are pertinent to the study.
Theoretical definitions provide insight from research studies and operational definitions
provide clear-cut meaning of frequently used terms.
Theoretical Definitions
Blended coaching. Utilizing multiple and varying strategies through doing,
instructional, facilitative and also transformational approaches (Bloom et al., 2005).
Life coach. An individual who helps individuals make decisions and identify and
achieve goals (“Life Coach,” n.d.).
Evocative coaching. “Connects leaders to the best of what is and moves them to
the best of what might be” (Tschannen-Moran & Tschannen-Moran, 2018, p. 5).
Executive coaching. “Coaching for educational leadership that supports head
teachers, principals, and teachers transitioning into management roles as stand-alone
interventions or integrated into wider continuing professional development” (Devine &
Houssemand, 2013, p. 3).
Facilitative coaching. A process that “builds upon a coachee’s existing skills,
knowledge, interpretations, and beliefs, helping the coachee construct new skills,
knowledge, interpretations, and beliefs” (Bloom et al., 2005, p. 60).
Sports coaching. Training, guiding, or preparing an athlete for an event in
athletics (“Sports Coaching,” n.d.).
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Instructional coaching. A content-based approach often utilized in supporting
teachers (Devine & Houssemand, 2013).
Co-Active coaching. Concentrates on four cornerstones: evoking transformation,
dancing in the moment; focusing on the whole person; and believing that people are
creative, resourceful, and whole (Kimsey-House et al., 2018).
Cognitive coaching. Focuses on behaviors and emotions by utilizing reflection,
self-analysis, and self-evaluation (Devine & Houssemand, 2013).
Consultative coaching. A type of instructional coaching that depends on the
expertise the coach brings to the experience (Bloom et al., 2005).
Transformational coaching. A model that helps the coachee adopt a mindset
shift that helps them achieve their fullest potential (Rao, 2013).
Operational Definitions
Multimethod strategies. Allocates triangulation in the data collection and
analysis (McMillan & Schumacher, 2014).
Low inference descriptors. Precise and highly detailed descriptions of the
individuals and circumstances (McMillan & Schumacher, 2014).
Mechanically recorded data. Usage of recording devices including video and
audio recordings (McMillan & Schumacher, 2014).
Participant review. Literal statements and quotes from the participants
(McMillan & Schumacher, 2014).
Delimitations
According to Roberts (2010), delimitations are the boundaries of a study created
by the researcher. The population for the study is restricted to 12 veteran secondary
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administrative site leaders within each leader’s school district. Furthermore, each site
leader met the following criteria:
•

Was located within Southern California, i.e., San Diego, Orange, or Riverside
County.

•

Had 3-5 years of experience at a secondary site as the principal.

•

Had to hold a valid and current clear administrative credential, per the CTC.

•

Was a site administrator at a secondary site with 50-2,500 students within the
last three years.

•

Had been coached as a high school principal within the last three years for a
minimum of a year.

•

Had not been assigned a coach due to either formal or informal discipline.
Organization of the Study

This study of secondary site administrators’ perspectives on the essential
characteristics of coaching is organized into five chapters. Chapter I is an introduction to
the entire study. This introduction includes the background on the subject, the problem
statement, research question, significance of the study, theoretical foundations,
theoretical framework, definitions, and delimitations. Chapter II dives deeply into the
literature regarding coaching versus mentoring, organizational coaching, leadership,
learning theories, coaching models, principals as leaders, secondary principals as leaders,
and leadership support of site administrators. The third chapter of the study identifies the
methodology, research design, sample population, data collection, analysis, and
limitations of the research. Chapter IV focuses on the evaluation of the study’s findings.
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Finally, Chapter V provides the outcomes of the research, conclusions, implications, and
recommendations for future studies.
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CHAPTER II: LITERATURE REVIEW
The purpose of this literature review is to provide a critical in-depth exploration
of the literature that pertains to the specific coaching characteristics that secondary
principals identify as being supportive of their leadership. The foundational structure of
this study is grounded in four coaching characteristics: listening, inquiry/questions,
feedback, and building a trusting relationship. This chapter begins by identifying the
major changes that have occurred in education over the last 10 years, including the
adoption of the CCSS and the COVID-19 pandemic, that contribute to the need for
coaching for educational leaders. The process for reviewing the literature was grounded
in the utilization of multiple sources within coaching, including seminal authors. These
sources were tracked via a synthesis matrix.
The comprehensive review of the literature utilized an assortment of sources,
which the researcher referenced and tracked. Books, peer-reviewed journals,
organizational websites, Google Scholar, and SAGE Journals Online provided documents
that were utilized in the study. Search terms used to locate sources included: coaching,
coaching in education, organizational coaching, leadership, principal leadership,
secondary principals, mentoring, expertise, and coaching models. Additionally, this
chapter incorporates a synthesis matrix (see Appendix A) that served to provide clarity
and assistance during the development of the literature review. The synthesis matrix was
utilized to ensure the researcher could access sources and information with ease.
Furthermore, the synthesis matrix provided a concise format via which to summarize
information, organize sources by topic, and streamline the information to enhance the
research.
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The literature review is organized into seven sections and divided into subsections
when appropriate. The first section investigates the historical background of the
differences between coaching and mentoring, including examinations of organizational
coaching, leadership coaching, and theoretical foundations. The second section explores
varying learning theories, including classical conditioning, reinforcement theory,
facilitation theory, and ELT. The third section identifies coaching models, and the
subsections discuss specific coaching models within corporate and educational
organizations. The fourth section focuses on the theoretical framework for the study that
combines characteristics of multiple coaching models, including co-active coaching, the
blended coaching model, administrative leadership coaching, and evocative coaching.
The four areas of focus within the theoretical framework include listening,
inquiry/questions, feedback, and building a trusting relationship. The fifth area discusses
and identifies the role principals play as leaders. The sixth area dives deeper into
specifically investigating secondary principals as leaders. The seventh area examines the
leadership support site administrators require in order to be effective. The eighth and final
section summarizes the themes and trends of the literature review.
Historical Background of Coaching
The word coaching often evokes imagery of legendary sports coaches such as
John Wooden and Pat Summitt. Coaches Wooden and Summitt are both known
internationally for not only improving their players’ basketball skillset, but also investing
in their players’ personal development. This personal level of coaching goes back as far
as ancient Greek philosophy and has evolved through the introduction of both traditional
and positive psychology (Williams, 2006). Greek philosophers Socrates, Plato, and
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Aristotle were the first to begin to consider coaching through the lens of reflection and
questioning. Additionally, traditional psychology thought leaders Sigmund Freud, Carl
Jung, Alfred Adler, Abraham Maslow, and Carl Rogers identified people’s weaknesses
and how to fix these issues. Finally, positive psychologists Martin Seligman and Mihaly
Csikszentmihalyi focused on the strengths of the individual that help them flourish.
Figure 1 identifies the aforementioned Greek philosophers and their relationship to
psychology, outlining the roots of coaching. The first time frame is 323 BC-30 BC, the
second period of traditional psychology is the early and mid-20th century. The third time
frame of positive psychology is during the late 20th and early 21st centuries.

Figure 1. Coaching’s roots in Greek philosophy, traditional psychology, and positive
psychology. Reprinted from The History of Coaching, n.d. Retrieved July 8, 2021, from
http://www.innovativegrowthsolutions.com/the-history-of-coaching/. Copyright 2021 by
Innovative Growth Solutions, LLC. Reprinted with permission.
The 20th century in the United States witnessed an uptick in the popularity of
business and personal coaching, which eventually expanded into the global mainstream
(Brock, 2008; Passmore, 2015). Coaching was enormously widespread in business
organizations in the 1970s and 1980s. Coaching was utilized within business because
corporations understood not only the importance of coaching but also that coaching

23

provided purposeful support to employees in their career development. Moreover,
businesses understood that their success overall depended on their employees’ abilities to
manage and lead others. Additionally, in the 1990s, coaching expanded into areas such
as life coaching, educational coaching, executive coaching, and career coaching
(Passmore, 2015). From 1990 to approximately 2004, coaching saw a massive explosion
of popularity. The development of formalized coach training programs grew from only
two in 1990 to 164 by 2004 (Brock, 2008). During this same period, educational
coaching was emerging, although it was somewhat limited in its understanding and
implementation. Educational coaching for teachers and educators included approaches
taken from executive coaching, peer coaching, cognitive coaching, behavioral coaching,
and solution-focused coaching. Often the methodology utilized would depend on who
was being coached (i.e., an administrator or a teacher). Moreover, education saw a need
for significant educational change to address the difficulties of the 21st century.
Additionally, the implementation of coaching, whether for teachers or administrators, is
focused on developing leadership, improving schools, and cultivating a positive learning
environment (Devin et al., 2013).
Coaching Versus Mentoring
Coaching and mentoring are valuable strategies when supporting educational
leaders. However, when discussing coaching and mentoring, it is important to understand
their functions and the differences between the two processes. Specifically, coaching and
mentoring can be differentiated based on social context.
Much like coaching, mentoring has evolved over the last few decades; it has been
formalized and utilized throughout organizations and businesses. According to Reiss
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(2007), mentors share their knowledge of what has worked for other people based on
their experiences. Likewise, the mentor’s own experiences and knowledge lead the
mentee to view the mentor as trustworthy (Bose, 2016). Mentoring is often developed
through the mentee’s intrinsic motivation to find someone who can guide them in helping
them to grow. According to Varney (2009), “Mentoring is typically thought of as a
personal, long-term professional relationship that deepens over time with a ripple effect”
(p. 127). This relationship typically encompasses the process of the mentor imparting
subject matter information and wisdom to a less experienced individual. Mentors
frequently come from inside the organization, whereas coaches normally are solicited
from outside the organization (Bloom et al., 2005; Silver et al., 2009). Moreover,
mentoring is more relational than coaching in nature. For example, Kabat-Zinn (2021)
asserted that mentoring is frequently focused on the present moment in a non-judgmental
relationship. Additionally, mentoring does not have a clear beginning or end point, and
generally has no standard duration. In contrast to mentoring, coaching is the purposeful
support that one person gives another to help him/her achieve goals (Bloom et al., 2005).
Moreover, coaching is development-driven. Figure 2 identifies the key components of
and differences between coaching and mentoring.
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Figure 2. Differences between coaching and mentoring. Reprinted from Coach, Mentor,
or Sponsor, by 3 Plus International, n.d. Retrieved July 3, 2021, from
https://3plusinternational.com/2018/09/coach-mentor-or-sponsor/. Copyright 2021 by 3
Plus International. Reprinted with permission.
Unlike mentoring, coaching is defined as “unlocking a person’s potential to
maximize their own performance. It is helping them to learn rather than teaching them—a
facilitation approach” (Whitmore, 1992, p. 3). Moreover, coaching is developmentdriven; the coachee makes self-adjustments in a formal one-on-one process during a
structured time frame (Bono et al., 2009; Korotov, 2016). Reiss (2007) further defined
coaching as “an inquiry of discovery and learning process, whereas mentoring is about
sharing experiences of what’s worked for another” (p. 13). Furthermore, Reiss described
the coaching dialogue as “less about telling the coachee what to do or how to do it. It is
more about asking, learning, and discovering the potential within the coachee that is
waiting to emerge” (p. 92). Coaching has developed into a range of subtypes that include
life coaching, educational coaching, executive coaching, career coaching, and sports
coaching (Passmore, 2015).
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Mentoring and coaching both focus on facilitating individuals’ development.
However, the main difference between coaching and mentoring is that mentoring often
lasts longer, whereas coaching has a much more organized and official approach (Bose,
2016). Forde et al. (2013) further explained that, in general, mentoring entails offering
advice whereas coaching urges individuals to identify and create solutions to the
problems they have identified. Coaches are specifically trained in leadership, whereas
mentors are veterans within the organization who provide their experience and advice
(Bloom, Castagna, & Warren, 2003). Mentoring is a relationship positioned to fulfill
professional and social functions. In contrast, coaching is task-focused and utilizes an
outline to provide development or reiterate skills (Garvey, Strokes, & Meggison, 2010).
Organizational coaching. As mentioned previously, over the last few decades,
several disciplines have begun to focus on implementing coaching within organizations.
The early stages of coaching began emerging in the 1950s; these early approaches were
based on the work of Abraham Maslow and Carl Rogers, the latter of whom developed
what is known as the humanistic psychology approach. This humanistic approach was
then highlighted and given precedence over the phenomenological aspects of individuals’
experiences (Morrison, 2010). This focus on the humanistic approach carried over into
the 1960s with the evolution of coaching in businesses and the idea that employees
should be treated well (Brock, 2009; Morrison, 2010). This focus steadily grew and
became prevalent in organizations by the late 1970s. At that time, businesses were
looking to adapt to changes in leadership models that fail to pay enough attention to
employees’ needs (Brock, 2009). The topic of coaching also became a topic of academic
writing. From 1960-1979, approximately two dozen articles were written on the subject
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(Morrison, 2010). By the 1980s, coaching was starting to emerge into other fields
outside of corporations. These disciplines had individuals who understood the potential
benefits of coaching in supporting managers (Brock, 2009; Morrison, 2010). By the mid90s, the expansion of coaching led to an explosion of conferences and professional
development organizations (Brock, 2009). From the 2000s to present, the corporate world
has become increasingly aware of the development of coaching; however, there is still
very little data regarding the impact of coaching (Corporation, 2019). Corporate
coaching has transferred over into the field of education, expanding significantly within
the last 20 years.
Leadership. The role of leadership in education is continuously shifting and
evolving due to a multifaceted range of concerns, including COVID-19, technology, and
the evolution of 21st-century skillsets such as academic and career outcomes for students.
These developments and situations require site administrators to uphold ethical and moral
leadership standards. When considering leadership from a theoretical standpoint, many
models exist. However, when considering leadership in general, it is imperative to take
into account what James Burns offered as the first definition of leadership: “Leaders
inducing followers to act for certain goals that represent the values and motivation—the
wants and needs, the aspirations and expectations—of both leaders and followers” (as
cited in Barbour, 2006, p. 19). The intellect of leadership rests in the way leaders see and
act on their own principles and reasons and those of their supporters.
Furthermore, education has many varied models of how to lead. For example,
servant leadership, transformational leadership, and adaptive leadership are all forms of
leadership that are utilized within education (Harris, Bruce, & Jones, 2011). All three of
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these leadership styles have continued to gain popularity and implementation over the last
decade, providing a foundation for helping site administrators understand who they are as
leaders. This understanding of leadership theories correlates directly to coaching whereby
coaches and coachees have a framework to help leaders reach their highest leadership
capacity.
Servant leadership. Robert Greenleaf (2008) identified servant leaders as those
who are valued for not only their decision-making skills, but also the transparency they
provide in their communication to all individuals. Greenleaf asserted that servant leaders
must strengthen competencies by creating individual dedication and listening attentively
to others. Servant leaders attempt to not only detect and explain the preference of a
group, but also listen openly to what is being said as well as what is not being said.
Servant leadership typically upholds four core tenets: sharing power in decision-making,
promoting a sense of community, adopting a holistic approach to work, and providing
service to others.
Greenleaf (2008) went on to explain that leadership requires getting in touch with
one’s inner voice and attempting to comprehend what one’s body, spirit, and mind are
saying. Furthermore, servant leaders must look at a problem from a hypothesizing
viewpoint and strike a balance between conceptualization and day-to-day focus. This
forethought allows servant leaders to understand experiences from the past, the realities
of the present, and the likely consequences of a determination in the future.
Transformational leadership. The theory of transformational leadership
maintains its origins in the work of James Burns, who is deemed the originator of
contemporary leadership theory (Marzano, Waters, & McNulty, 2005). Burns advocated
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that in order to create great leadership, moral scopes must be implemented by personally
developing purpose and social values (Barbour, 2006; Burns, 1978). Furthermore,
transformational leadership looks at employees or (followers) and creates positive
changes by focusing on, valuing, and evolving these individuals into leaders. The leader
focuses on working with the team by enhancing morale, motivation, and performance
through varying strategic approaches and inspiring their followers (Burns, 1978).
Transformational leadership is found throughout the scope of not only businesses,
but also education. Kenneth Leithwood created the transformational leadership standard
of school leadership, which concentrates on the four I’s of transformational leadership
that Bass and Avolio asserted are important in meeting the trials of the 21st century
(Marzano et al., 2005). These four I’s are as follows:
•

Idealized Influence: Transformational leaders behave in ways that establish
them as role models for their followers. The leaders are admired, respected,
and trusted. Followers identify with the leaders and want to emulate them
(Bass & Riggio, 2006; Sosik & Dionne, 1997).

•

Inspirational Motivation: Transformational leaders conduct themselves in
ways that encourage and motivate those around them by supplying
significance and challenging their followers’ work. Team spirit is created, and
excitement and hopefulness are displayed (Bass & Riggio, 2006; Sosik &
Dionne, 1997).

•

Intellectual Stimulation: Transformational leaders inspire their supporters’
inventive and imaginative capabilities by questioning assumptions, reframing
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difficulties, and approaching old situations in new ways (Bass & Riggio,
2006; Sosik & Dionne, 1997).
•

Individualized Consideration: Transformational leaders pay special attention
to everyone’s needs for attainment and development by working as coaches or
mentors. Followers and colleagues are developed to successively higher levels
of potential (Bass & Riggio, 2006; Sosik & Dionne, 1997).

In this study, beyond transformational and servant leadership, a third model of
leadership—adaptive leadership—was investigated.
Adaptive leadership. Adaptive leadership is centered on change that enables the
group and individual to thrive. Furthermore, it includes the practice of activating people
to address tough situations and grow (Heifetz et al., 2009). To do so, individuals need to
question their belief systems and actions as well as acknowledge the greater system and
its undercurrents that affect the leadership process.
Adaptive leadership encompasses the belief that organizational adaptation
involves the process of allowing individuals to experiment by trying new strategies and
approaches (Heifetz et al., 2009). In his book, Leadership Without Easy Answers, Heifetz
(1998) explained that “Adaptive work consists of the learning required to address
conflicts in the values people hold, or to diminish the gap between the values people
stand for and the reality they face” (p. 22). Moreover, adaptive leadership involves a
change in values, beliefs, or behaviors (Heifetz, 1998). Heifetz and Linsky (2002)
contended that effective leadership involves the ability to understand a situation and its
complexity. Given today’s endless parade of increasingly complex challenges, and the
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fact that leadership entails the recognition of multiple perspectives and various
approaches to overcoming challenges, the need for coaching is critical .
The role of school districts in education is to educate children from kindergarten
to 12th grade, depending on the district (“Types and Responsibilities of Local Agencies,”
n.d.). This responsibility includes selecting teachers and leaders and helping them do
their best work. Districts can decide on what resources they wish to spend on leadership,
professional development, and coaching principal leaders. However, school districts are
not required to provide coaching support to site principals for non-disciplinary reasons.
Furthermore, research is lacking regarding standardized methods and processes to
provide supportive coaching to this population. Although some county offices of
education do provide this kind of coaching, it is not a requirement and is left to the
discretion of the individual county. However, if school districts and county offices are to
support leaders, leadership coaching is imperative in order to provide professional
development that fills gaps in leaders’ skills and abilities (Tschannen-Moran, 2018).
Theoretical Foundations
Coaching is interdisciplinary by nature; it builds on theories and research and is
influenced by multiple fields of study, including counseling, philosophy, social science,
and business (Brock, 2008; Williams, 2006). Furthermore, Vicki Brock (2008) described
coaching as a fluid social movement that reflects a style of communication spread
through relationships. Moreover, coaching is multidisciplinary field that must continue to
innovate and encompass diversity and inclusion. The theoretical foundations of coaching
are grounded in learning theories such as classical conditioning, reinforcement theory,
facilitation theory, and ELT.
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Learning Theories
The theories adopted in this research are all grounded in how individuals behave
and correspond to three aspects of learning; learning is meaningful, social, and active
(Holland, 2018). These theories relate directly to identifying what coaching
characteristics should be used to support coachees in their professional growth. Coaching
has been not only developed across multiple fields of study but also utilized in multiple
ways, including in sports, life, career, and education (Passmore, 2015). Figure 3 presents
a timeline of the emergence of varying disciplines and the relationships that formed into
what is now known as coaching. This figure offers a graphic depicting the evolution of
the root disciplines that led to coaching. For example, the 19th century witnessed the
emergence of the social science disciplines, including linguistics and psychology.
Additionally, in the 20th century, the disciplines of adult education, adult development,
and the human potential movement began. Moreover, in the 20th century, leadership and
facilitation came to fruition, and then in the 21st century, the root disciplines as
foundations for coaching emerged.
Furthermore, coaching models were initially incorporated into the realm of
business and then became increasingly popular within education. Coaching models are
also related to learning theories. Many learning theories were developed in the 19th and
20th centuries, including classical conditioning theory, reinforcement theory, facilitation
theory, and ELT. These theories identify the processes of human behavior, interactions,
and reactions to situations and specific stimuli.
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Figure 3. Timeline of root discipline emergence and relationships. Reprinted from
“Sourcebook of Coaching History,” by Vicki Brock, n.d.. Retrieved July 5, 2021,
http://coachinghistory.com/wp-content/uploads/2012/05/www.coachinghistory.comFigure-7.jpg Copyright 2021 by the author. Reprinted with permission.
Classical conditioning theory. By definition, classical conditioning is “the
process of closely associating a neutral stimulus with one that evokes a reflexive response
so that eventually the neutral stimulus alone will evoke the same response” (Strickland,
2003, p. 124). Classical conditioning was developed under the umbrella of psychology as
a result of the seminal work of late 19th century Russian physiologist Ivan Pavlov, and
was developed further in the late 1890s (Strickland, 2003). Many individuals recognize
the name Pavlov, automatically recalling the Nobel Prize Pavlov won in 1904 for the
experiments he conducted with dogs and their digestive systems. The theory involves
conditioning a reflexive behavior by pairing it with a stimulus. Essentially, in Pavlov’s
experiments, if a dog was given food in an environment that also included a certain
unrelated stimulus (i.e., a bell), the dog would salivate. Eventually, the unrelated stimulus
would trigger the reflex, even in the absence of food. This theory carried over to explain
individuals’ emotional reactions to certain sounds or smells that are associated with a
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particular experience (Fazel, 2013; Strickland, 2003). According to Fazel (2013), this
theory pertains to the coach-coachee relationship where the coach provides a correlation
between the coachee’s needs and values and the coaching process. Furthermore, coaching
replicates classical conditioning by the coach utilizing a number of different stimuli such
as words, gestures, or visualizations with the coachee. These stimuli and reinforcements
remind and influence the coachee to develop toughness and progress into their best
selves.
Reinforcement theory. Burrus Frederic “B.F.” Skinner was a behavioral scientist
at Harvard University from 1958-1974. During his time at Harvard, Skinner developed
what would be known as the theory of operant conditioning, which described a learning
process where new behaviors are developed and revised based on reinforcement and
consequences (Fazel, 2013; Skinner, 1969). In his book, Contingencies of Reinforcement,
Skinner (1969) asserted that teachers utilize contingencies to reinforce learning and that
students learn under favorable conditions. Moreover, he asserted that the learner will
demonstrate a preferred behavior with positive reinforcement. Reinforcement theory in
coaching can translate to verbal affirmations or motivational statements and feedback
(Fazel, 2013). These verbal motivational statements and feedback correlate back to
coaching. When the coach offers these positive statements, the coachee will demonstrate
a positive or preferred behavior. Finally, positive statements are especially evident when
the coach uses specific feedback in a coaching session to encourage the coachee.
Facilitation theory. Carl Rogers is considered one of the leading humanistic
thinkers of all time. Humanistic thinking is an approach that views learning as an
individual acting to achieve his/her potential. Rogers (1983) collaborated with others in
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the development of the theory of facilitation, which is centered on the belief that humans
naturally have an eagerness to learn. According to the theory, the teacher is a facilitator
who is responsible for creating a safe learning environment where the learner is
comfortable and can take in new ideas (Fazel, 2013; Rogers, 1983). This theory translates
to the idea of coaching through the creation and development of the coach and coachee
partnering in learning together. Furthermore, the coach must develop empathy and the
ability to motivate the coachee by supporting and inspiring him/her (Fazel, 2013)
Experiential learning theory (ELT). ELT was developed initially by Kurt
Lewin, John Dewey, John Piaget, and others. The theory was developed further by David
Kolb and has been used in management and research for well over 35 years. The theory is
focused on a learning cycle that is motivated by the solution of dual dialectics of
action/reflection and experience/abstraction (Armstrong & Fukami, 2010; Fazel, 2013).
Additionally, the theory focuses on creating experiences where learning can occur; the
learner is engaged in asking questions, investigating, experimenting, solving problems,
making decisions, being accountable for results, and building relationships (Armstrong &
Fukami, 2010; Fazel, 2013, “Experiential Learning,” n.d.). Figure 4 illustrates the ELT
cycle as developed by Kolb, outlining Kolb’s (1984) cycle of experiential learning
process. Kolb’s theory relates to coaching because the process of coaching provides a
facilitative environment where coachees can identify their goals, develop a plan of action,
and evaluate their performance (Fazel, 2013).
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Figure 4. Kolb’s cycle of experiential learning. Reprinted from Experiential Learning, by
Center for Teaching & Learning: Boston University, n.d. Retrieved July 5, 2021, from
https://www.bu.edu/ctl/guides/experiential-learning/. Copyright by the author. Reprinted
with permission.
The theoretical foundations of classical conditioning, reinforcement theory,
facilitation theory, and ELT identify how coaches can embody and identify the proper
coaching approaches to support the individuals they coach. Moreover, the theoretical
foundations identify how different coaching approaches support site administrators’
ability to lead based on their behavior and needs.
Coaching Models
Most people have heard of and can relate to some form of coaching, whether it be
sports coaching, career coaching, or life coaching. However, defining the term coaching
definitively is more complex and often difficult to calibrate effectively. Furthermore,
there is currently no common definition used globally to explain the coaching process.
However, Sir John Whitmore, a prominent pioneer in coaching, identified coaching as
“unlocking people’s potential to maximize their own performance.” (Whitmore, 2017, p.
10). Additionally, Bloom et al. (as cited in Whitmore, 2017) described coaching within
education as follows; “The best practitioners have mastered both parts of the process—
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imparting knowledge and helping others discover it themselves—and they can artfully do
both in different situations” (p. 23). As groups coach they must not only have an
understanding of coaching but also identify what model they will utilize that will best
support their employees’ development. The following sections identify coaching models
that provide a focus on the coachee’s growth. Although coaching can be used for
disciplinary measures, the purpose and primary function of the models within this study
are to enhance the effectiveness of the coachees’ leadership.
There are many models available for contemporary coaches to use. Coaching
models include approaches, processes, and methods that provide support to a coachee in
terms of recognizing their current reality and identifying where they want to be in the
future. The following sections offer a breakdown of coaching within the corporate and
educational fields. Each domain identifies multiple coaching models with purposeful
characteristics that are utilized during the coaching process.
Corporate Coaching Models
Sir John Whitmore, who introduced performance coaching to businesses
globally, founded Performance Consultants in the 1980s just as coaching was becoming
widespread in organizations. Whitmore, along with Graham Alexander, Alan Fine, and
other colleagues, created and introduced the business world to the model of coaching
called GROW (Whitmore, 2017), which is considered one of the world’s most popular
coaching models for improving performance, solving problems, and identifying goals.
The GROW model encompasses the following four categories (see Figure 5):

38

Figure 5. GROW model. Reprinted from The GROW Model, by Performance
Consultants, n.d. Retrieved from https://www.performanceconsultants.com/contact-us.
Copyright 2021 by the author. Reprinted with permission.
The G (goal) stage of the model focuses on the establishment of goals. Goals may
vary and can depend on how far the coach and the coachee are looking into the future.
The goal that is created must also focus on ensuring that motivation, success, and energy
are high during this process. Furthermore, when establishing the goal, the team should
focus on fluidity while moving through the other stages and revisiting the goal and
environment when necessary.
The R stands for reality. In this stage, the coach and coachee focus on discussing
the current situation, exploring the current situation, and identifying the barriers and
difficulties that are keeping the coachee from achieving the established goal.
Furthermore, the coach asks questions to guide the coachee in identifying ways to
accomplish the goal. Questions may include: what is getting in the way, what is moving
you on the way to the goal, and what action have you implemented thus far in the
process?
The next stage is O, options: considering alternative strategies or courses of action
(Leadership That Works, Inc., n.d.). After the coach and coachee identify the barriers, the
coach discusses the options for moving forward in accomplishing the goal. In this stage,
once again, the coach must focus on the questions they ask the coachee, including: what
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are the options for achieving your goal, and what else can you do to achieve your goals?
Finally, the coach should help the coachee identify the disadvantages and advantages of
each solution (Leadership That Works, Inc., n.d.; Whitmore, 2017).
The fourth and final step number is W, which stands for will or the way forward.
In this stage, the coach discusses the actionable steps and the timeframe of the goal,
including what is to be done, when, and by whom, as well as the will to do it. The coach
needs to ensure they are revisiting progress made toward the goal. The coach continues
asking guiding questions regarding what option the coachee will act on when he/she will
start each action. Finally, they will discuss the coachee’s commitment level; if their
commitment is waning, they need to revisit the goal and other steps to get back on track
(Leadership That Works, Inc., n.d.).
Although the GROW model is focused on identifying a goal and accomplishing
that goal, this model does not discuss in detail specifically the characteristics the coach
should have when working with the coachee. However, the GROW model has been
developed further by other pioneers in the business realm. Myles Downey, one of
Europe’s primary business coaches and founder of the School of Coaching, is considered
a leading authority on coaching. Downey adapted the GROW model, expanding it into
what is known as the TGROW model.
Downey kept all of the aforementioned tenets of the GROW model, with the
addition of the T at the beginning of the GROW process. The T stands for topic: i.e.,
establishing a specific opportunity to discuss what the coachee identifies as a need.
Moreover, Downey established that T also involves providing time to understand the
information, the bigger picture of the situation being discussed, and the potential vision.
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Finally, the TGROW model utilizes the topic to distinguish and separate out the specific
goals and the entirety of the situation. The topic allows for a clear and solid groundwork
and motivational understanding encapsulated within the formation of the goals (Downey,
n.d., 2003)
A third coaching model used frequently in the business world is the OSKAR
model, developed by Mark McCargo and Paul Z. Jackson in 2002. This model is
considered a solution-focused framework that focuses the coachee on identifying
solutions to the problem rather than focusing on the problem itself (Jackson &
McKergow, 2014; Palmer, 2008). This model concentrates not only on finding solutions
but also initiates with the conclusion in mind. The OSKAR model focuses on five main
ideas to ensure the coachee is motivated and energized by engaging in a solution-based
process.
The first step, O, stands for outcome, which is sometimes identified as the
objective. In this stage, the coach focuses on what the coachee is expecting to achieve
from the coaching session. Additionally, the coach and coachee also come to understand
the purpose of the coaching session.
The second step, S, stands for scaling. In this step, the coach and coachee now
understand the desired outcome and work together to discuss and identify how close the
coachee is to reaching his/her desired outcome (they often use a rating scale of 0-10 to
identify the ranking). Additionally, they also take time to refine the coachee’s goals if
needed.
The next step, K, stands for know-how. Because the coach and coachee clearly
understand where the coachee is in relation to his/her outcome, the team now discusses
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the specific skills, knowledge, or resources that are needed to ensure the goal is met. The
fourth step, A, stands for affirm and action. During this step, the coach and coachee focus
on the actions the coachee must take to solve the problem. Furthermore, the coachee
takes the time to reflect on the current status of the desired outcome.
The fifth and final stage, R, involves a review of the process. In this stage, the
coach and coachee reflect on the process. The review should occur not only at the end of
the project but essentially at every coaching session to identify where the coachee is and
identify next steps (Jackson & McKergow, 2014; Palmer, 2008). The OSKAR model is
somewhat aligned to the GROW and TGROW model in terms of addressing the
processes of identifying goals and outcomes. These three corporate models have been
utilized as a model and framework across thousands of corporations. The development of
the models led to a crosspollination within education. Educators have in turn tailored the
aforementioned models and other characteristics to suit the needs of not only school
organizational cultures but also the teachers and administrators who work in the field.
Educational Coaching Models
The field of education has been dabbling in coaching for teachers and site
administrators since the 1980s. Furthermore, there has been an increased focused on the
implementation of mentoring during the late 1990s and early 2000s (Fletcher & Mullen,
2012). This focus on mentoring evolved and then switched to an emphasis on the process
of coaching. (Fletcher & Mullen, 2012). Moreover, the last 20 years have seen educators
research, implement, and revise the approaches of coaching. Although several
educational coaching models are available within the field, the research regarding the
results compared to corporate models is still emerging. However, one of the earliest
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educational coaching models developed is the co-active model. Education has also
utilized evocative coaching, and administrative leadership coaching. These three models
all focus on different processes through the lens of supporting the coachee.
Co-active coaching. Co-active coaching, one of the earliest coaching models in
education, was developed by Laura Whitworth and Karen and Henry Kimsey-House in
1992, who also established the Coaches Training Institute (CTI) in 1992 (Kimsey-House
et al., 2011). The trio modeled the process after the GROW business coaching model and
viewed the model as not only a methodology but also a philosophy and a format for
communication. The co-active model concentrates on observing and supporting the
coachee holistically and walking the journey with them in both good and bad times. It is
rooted in four cornerstones, five contexts, and three principles. Kimsey-House et al.
(2011) identified the four cornerstones as follows:
1. People are naturally creative, resourceful, and whole.
2. Danc[ing] in this moment is a metaphor for the capacity to deal with anything
and everything that arises in a relationship elegantly and powerfully.
3. Focus on the whole person and work with the full range of humanity, rather
than seeing only a particular circumstance, challenge, or opportunity.
4. Evok[ing] transformation is about calling forth radical, evolutionary changes;
it is the coachee’s topic, action, and results, but the coach helps evoke the
transformation (pp. 3-8).
Kimsey et al. identified the following five contexts:
1. Listening is the coach being focused on the coachee’s meaning behind the
story, the underlying process, themes and the coachee’s vision and goals.

43

2. Intuition is the coaches (gut feeling) natural inner wisdom and experience.
3. Curiosity is the coach’s focus on asking questions and identifying the
coachee’s process and drawing out information.
4. Forward and deepen is the coach and coachee’s focus on action and learning
that leads to and creates change.
5. Self-Management is the coach has to be self-aware and not have opinions,
judgments and evaluations that get in the way of the coachee’s journey (pp.
11-14).
Finally, the co-active model focuses on the following three principles that are tied
directly to the methodology:
1. Fulfillment is about the coachee’s vision and values and the exploration and
implementation of their purpose and service in order to reach their potential.
2. Balance is about the coachee developing their personal balance. This construct
is fluid; the coach is looking to see if the coachee is moving to or away from
balance.
3. Process is about the coach identifying where the coachee is in his/her process
and supporting them wherever they are, celebrating them in times of triumph
and helping them in difficult times (Kimsey-House et al., 2011).
Evocative coaching. A relatively new second model that is used in education is
the evocative coaching model, developed by Megan and Bob Tschannen-Moran in 2014
and described in their book, Evocative Coaching. The California Association of School
Administrators, an organization of leaders, has adopted this model and provides training
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for coaches in utilizing evocative coaching. The four-step evocative coaching model
includes the following steps.
1. The first step is listening. According to Tschannen-Moran (2020), the coach
needs to listen calmly, openly, quietly, intuitively, and reflectively.
2. The next step is empathy. The focus of empathy requires the coach to:
establish a no-fault zone in which educational leaders can share and learn
from their experiences and demonstrate authentic empathy by understanding
the coachee’s needs and feelings when the coachee is sharing his/her stories.
The coach must connect with the coachee at the level of observations,
feelings, and needs.
3. The third step in the model is inquiry, which the coach navigates through the
lens of curiosity, focusing on the coachee’s strengths, observations,
aspirations, and resources to bring out their best. Additionally, the coach
works on framing the coachee’s aspirations by having him/her imagine his/her
school, district, and self in an ideal state of being.
4. The fourth and final stage is design thinking. In this stage, the coach
recognizes that the coachee can view change as both challenging and exciting.
It is imperative that the coach works through any struggle and keeps the
responsibility with the coachee, avoiding unproductive power struggles
(Tschannen-Moran, 2020).
Finally, the coach must avoid falling into the trap of always being the cheerleader,
insisting that there is only one right way (Tschannen-Moran, 2020). Although evocative
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coaching is a more recent coaching model in education, administrative leadership
coaching has been in existence for years.
Administrative leadership coaching. This type of coaching entails leadership
coaching for administrators, although the time frame during which this type of coaching
was first implemented is difficult to pinpoint. However, in her book, Leadership
Coaching for Educators; Bringing Out the Best in School Administrator, Karla Reiss
(2015), founder of the Change Place and a certified professional coach, identified 11 core
coaching competencies. These competencies range from upholding ethical and
professional standards to building a trusting relationship to the importance of questioning,
listening, and creating goals. Reiss emphasized that the coaching must be designed to
meet the coachee’s desires and developmental goals.
Blended coaching model. A fourth and final coaching model utilized within
education starting in the early 2000s is the blended coaching model. Like the leadership
administrative model, this model also focuses on administrators, specifically principals.
Gary Bloom, who presently works as a national consultant, is the lead author of Blended
Coaching and has been in education for 23 years serving as a bilingual teacher, principal,
director, and superintendent. The blended coaching model proposes that supervisors need
to utilize the coaching process to help principals and teachers develop the way they do
things and the way they are as people (Bloom et al., 2005). More specifically, blended
coaching emphasizes three focus areas for coaches, which Bloom et al. (2005) insisted
are essential and foundational coaching skills that all coaches must utilize.
First, Bloom et al. (2005) discussed the importance of building relationships,
which entails developing trust by demonstrating sincerity, reliability, and competence.
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Furthermore, this type of leadership coaching requires the coach to work consciously to
build rapport, especially in the initial coaching sessions. The second area encompasses
listening, observing, and questioning. Bloom et al. acknowledged the complexity and
multidimensional processes involved in these three basic skills. The third area
emphasizes the importance of feedback, which is typically received in a more positive
light when the coach provides the feedback interwoven with the coachee’s strengths.
Finally, in a blended coaching approach, effective coaches move between instructional
and facilitative domains to help support the coachee’s needs; therefore, coaches must be
fluid in their coaching practices.
Theoretical Framework
According to McMillan and Schumacher (2014), by “placing the research into a
more general conceptual framework or theoretical orientation, a rationale is provided for
the research questions” (p. 74). Because the field of coaching spans multiple disciplines,
the existing models of coaching are also plentiful and varied. Therefore, the researcher
established a theoretical framework for the purpose of providing knowledge and
precision regarding the essential characteristics of coaching that support effective
educational site leadership by merging the subsequent four coaching models: co-active
coaching, blended coaching, administrative leadership coaching, and evocative coaching.
The four areas of emphasis within the theoretical framework are:
•

Listening

•

Inquiry/questions

•

Feedback

•

Building a trusting relationship
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The foundation of the framework was established by extracting specific coaching
characteristics from the aforementioned four models. The theoretical framework is
presented in Table 2.
Table 2
Theoretical Framework

Models
Blended Coaching (Bloom et al.,
2005)
Administrative Leadership
Coaching (Reiss, 2015)
Co-Active Coaching (KimseyHouse, 2011)
Evocative Coaching (TschannenMoran, 2020)

Trusting
Relationship
X
X

Characteristics
Inquiry/
Listening
Questions
X
X
X

Feedback
X

X

X
X

X

X

Trusting Relationship
The first area of focus when providing coaching to individuals is creating a
trusting relationship. However, in order to build this relationship, the coachee must be
willing to participate and be eager for the opportunity to learn, grown, and change in
essential ways (Bloom et al., 2005). Downey (2003) explained that in order for coaching
to be effective, it must be built upon a solid relationship; when a relationship does not
develop between the coach and coachee, the coaching is largely unsuccessful. One of the
initial steps in creating a relationship is assuring that the coachee feels safe, accepted, and
connected (Downey, 2003; Tschannen-Moran, 2020). The connection the coach creates
establishes trust because the coachee in turn believes that the coach has a sincere desire to
help him/her develop (Bloom et al., 2005; Tschannen-Moran, 2020). The coach-coachee
relationship is rooted and built into a trusting relationship because the coach not only
focuses on building trust, but also maintains trust throughout the entire duration of the
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coaching. Furthermore, a trusting relationship requires the coach to build rapport
consciously. The coach cultivates the relationship by taking the time to learn about the
coachee. This process can occur by slowing down and sharing personal and professional
connections with one another. Additionally, coaches develop a trusting relationship by
being self-aware of their own body language and the way they act, react, and interact
with their coachees (Bloom et al., 2005). The next step to continue building the
relationship and to support a coachee is listening.
Listening
The second key characteristic of coaching is listening. Karl Menninger, a
pioneering psychiatrist, stated, “Listening is a magnetic and strange thing, a creative
force…When we are listened to, it creates us, makes us unfold and expand” (as cited in
Bloom et al., 2005, p. 33). Moreover, listening must be authentic because authenticity
means that the coach is curious about what the coachee is sharing (Tschannen-Moran,
2020).
Listening is not merely the act of communicating back and forth between two
people. Listening requires the coach to not only understand what the coachee is saying
but also process the words and information the coachee has shared. Therefore, the coach
should focus on the following five factors:
•

What type of words the coachee uses,

•

The delivery of the words,

•

The emotions behind the words spoken,

•

Possible biases, and
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•

Patterns in speech (Bloom et al., 2005; Kimsey-House et al., 2011;
Tschannen-Moran, 2020).

The coach’s awareness of what and how the coachee is communicating requires
him/her to reflect on the conversation and internally formulate questions that will lead the
coach to then dive into inquiry and questioning with the coachee. For example, the coach
must internally identify the following from the information the coachee provides:
•

What are the facts?

•

Is the coachee making generalizations?

•

What is the commentary that informs the coachee’s way of thinking?

•

Is there finger-pointing or blame occurring in the information being relayed
(Bloom et al., 2005)?

The coach not only takes in all the verbal and non-verbal information the coachee
offers during the coaching session, but also sets about questioning that information. Once
the coach listens, questions, and processes internally, the coach then utilizes inquiry and
questioning with the coachee in a guided process.
Inquiry/Questions
Inquiry and questioning serve a dual purpose in supporting the coach and the
coachee. The coach is informed by gathering information regarding the situation as well
as the coachee’s needs. The coachee, in turn, is influenced by these questions, which can
help him/her identify possibilities, interpret the situation differently, and clarify his/her
own thinking (Bloom et al., 2005; Tschannen-Moran, 2020).
When coaches are curious, they pose thought-provoking questions to the coachee.
Furthermore, effective questioning often has certain characteristics, such as being:
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•

Open-ended

•

Invitational

•

Specific

•

Evocative

•

Positively or neutrally biased

•

Challenging of assessments

Table 3 presents a series of questions utilized in the blended coaching model to
illustrate what the aforementioned six characteristics might sound like in a coaching
conversation:
Table 3
Blended Coaching Mode: Six Characteristics of Effective Questions
Effective questions are
Open-ended

They sound like this
Tell me about your teaching experience…
What do you think about?
Invitational
It would be great to hear about…
Would you consider…?
Specific
How often does she…?
What does it look like when…?
What this mean? Let’s speculate about…
Positively or neutrally biased
What might you learn from this?
Tell me what you were thinking?
Challenge assessments
What evidence do you have that…?
How could that be interpreted differently?
Note. This table depicts the six characteristics that illustrate effective open-ended
coaching questioning. Adapted from Blended Coaching: Skills and Strategies to Support
Principal Development, by G. Bloom, C. Castagna, E. Moir, & B. Warren, 2005,
Thousand Oaks, CA: Corwin Press. Copyright 2021 by the authors.
Questioning also allows coaches to assess where the coachees are in their growth
process, then refocus the coachee by having them articulate and investigate what is
inhibiting their progress and how they can find solutions to their problems (Bloom et al.,
2005; Tschannen-Moran, 2020). As the trusting relationship develops by utilizing inquiry
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and listening, it is crucial that the coach also provide feedback (Bloom, et al., 2005;
Tschannen-Moran, 2020).
Importance of Feedback
Patricia McLagan and Peter Krembs described feedback as “concise verbal and/or
written data about events, patterns or conditions of behavior or organizational culture for
the purpose of improved performance” (as cited in Bloom et al., 2005, p. 44). Feedback
must be precise, clear, and based on observations the coach has made. The coach and the
coachee should identify the goal, type, and purpose of feedback to be given to the
coachee. The coachee should have a strong voice in this process to ensure that the
feedback is clean and specific (Bloom et al., 2005; Tschannen-Moran, 2020).
Furthermore, the coach should provide feedback in a confidential manner but from a
standpoint of having no power or supervisory authority over the coachee. This feedback
should not have a negative effect on the coachee’s position, enabling the coachee to
confront the feedback with the knowledge that it will not be put on their evaluation
during the school year. Furthermore, by this point, the coach and coachee should have
built a trusting relationship and understand that the coach is providing feedback based on
their mutually agreed-upon purpose and goals. Moreover, the coach is focused on
ensuring that the feedback is aligned with not only the coachee’s goals but also the needs
of the school site and, when appropriate, should provide data regarding the feedback
(Bloom et al., 2005). Finally, feedback is also grounded in appropriate timing and the
inclusion of positive responses. Excessive criticism can cause an argument; however,
when coaches offer feedback through observations and occasional compliments, the
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coachee can grow and learn as an educational leader (Bloom et al., 2005; TschannenMoran, 2020).
Principals as Leaders
Holistically speaking, the role of the principal encompasses responsibility for
the school’s entire operational and production functions. More specifically, these
cultural, instructional, and innovative responsibilities include: conducting teacher
evaluations, analyzing test score data, setting goals for the school year (school or
district driven), overseeing the budget, providing professional development, providing
safety and security, overseeing instruction, and managing community relationships
(Dwyer, 2016; Ezaki, 2015; Grissom et al., 2021). Site principals also monitor the
budget, approve staff spending, establish professional development programs, and lead
by example in an ethical manner (Dwyer, 2016; Grissom et al.,2021).
Education has gone through immense change and evolution within the last year
and half due to the COVID-19 pandemic that began in the U.S. in March 2020. At that
time, most U.S. schools were required to shut down their physical locations and transfer
all learning to an online platform. This pivot in the way school sites operated is at the
heart of the site administrators’ responsibilities. Administrators’ responsibilities are
conducted through the lens of instruction, culture, and innovation (Ezaki, 2015).
Moreover, prior to the pandemic, the ever-growing expectations of site principals led
many to leave the profession. Due to the pandemic, this trend is increasing; leaders
continue to feel increasingly lonely in their leadership roles, increasing the need for
coaching (Stricker, 2018).
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As mentioned in Chapter 1, the Wallace Foundation (2013) recognized five vital
practices that lead to effective site administrator leadership:
1. Shaping a vision of academic success for all students, one based on high
standards.
2. Creating a climate hospitable to education in order that safety, a cooperative
spirit, and other foundations of fruitful interaction prevail.
3. Cultivating leadership in others so that teachers and other adults assume their
part in realizing the school vision.
4. Improving instruction to enable teachers to teach at their best and students to
learn at their utmost; and
5. Managing people, data and processes to foster school improvement. (p. 4)
Site leaders are expected and directed to build the leadership capacity of their
faculty and staff, delegate responsibilities, and provide transformational leadership.
Furthermore, in order for student achievement and schools as a whole to improve, there
are specific tasks a leader must be able to do. Therefore, Waters et al. (2003) identified
21 detailed leadership responsibilities and characteristics of a site principal: affirmation,
communication, contingent reward, culture, change agent, discipline, flexibility, focus,
ideals and beliefs, intellectual stimulation, input, involvement in curriculum, instruction
and assessment, knowledge of curriculum instruction and assessment, monitors/evaluates,
optimizer, order, outreach, relationships, resources, situational awareness, and visibility.
The aforementioned responsibilities, characteristics, and expectations of site
leaders to improve student achievement, culture, and instruction characterize the position
of principal as one of the most difficult positions to hold within an educational system if
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that system lacks the support (coaching) to help administrators develop their expertise
and leadership. Additionally, site leaders tend to become disenfranchised because of the
intense expectations and feelings of loneliness the position brings (Stricker, 2018).
In 1999, the Wallace Foundation identified that the position of the principal was
not viewed as a critical position within a school based on the survey data they collected.
The Wallace Foundation continued the study for the last 2 decades. A new report in
February 2021 found that over the last 20 years the field of education has agreed on the
need for training and support of principals (Grissom et al., 2021). Additionally, in this
study Grissom et al. (2021) addressed the question of how the principalship role has
changed in the last two decades. The answer to this question was multifaceted; however,
one of the main changes that occurred and identified was “how the principal approaches
school leadership directly impacted the school’s outcome” (p. xv). Furthermore, Will
Miller described principals as leaders thusly:
Leaders do not create value directly. They deliver results indirectly, by enabling
others to achieve more. It is normally impossible to separate the contributions of
the leader and the team members. This suggests that, rather than thinking in terms
of either/or, we need a balance of investments in developing great principals and
great teachers. (Miller, as cited in Grissom et al., 2021, p. 1)
Therefore, when site leaders receive the proper coaching for proactive reasons and
not due to discipline or lack of performance, the results can be positive not only for the
principals but also for the teachers and school as well. This improvement includes site
administrators gaining more self-confidence and the ability to build their capacity to
make appropriate decisions and delegate duties correctly.
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Secondary Principals as Leaders
For the purposes of this study, high school principals are identified as overseeing
students in grades nine through 12. The role of secondary principals is just as important
as that of any site leader, and the responsibilities of the day-to-day functions are often
more expansive and ever growing. Corresponding to the California Department of
Education (CDE), during the 2019-2020 school year, there were approximately 1.8
million high school students in California. Table 4 presents the enrollment status of
California students during the 2019-2020 school year, pre-pandemic (not including
unified school districts).
Table 4
CDE Enrollment and Public School Data: Enrollment and Number of Public Schools by
Type: 2019–20
School Type
Enrollment
Number of Schools
High School (Public)
1,744,104
1,322
Continuation
49,943
425
Alternative
59,094
268
High School (Charter)
137,540
279
Note. This table presents data the California Department of Education provides on their
website (https://www.cde.ca.gov/ds/).
The millions of high school students who attend schools within California require
strong leadership from high school principals along with dozens of certificated and
classified staff members. The largest high school in the state of California houses 4,814
students, four assistant principals, three deans, and a principal (Paramount High School
Senior Campus, n.d.), although California public high schools can have anywhere from
800 to over 2,000 students. Additionally, high school principals who oversee high
schools must not only be leaders during normal schoolwork hours but also attend
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multiple after school events three to five times a week depending on the season. These
events include but are not limited to: musicals; choir, sports, and band performances; art
shows; and other unique, campus-specific events.
The Wallace Foundation has been working diligently since 2000 to conduct
multiple studies of school leadership; they have also published at least 70 reports on this
topic, working with 28 states to identify the challenges of school leadership (Du Plessis,
2013). As mentioned previously, one of the Wallace Foundation studies conducted in
1999 focused on five core areas of school leadership: vision, climate, building leadership
capacity, improving instruction, and student improvement (Wallace Foundation, 1999).
These five focus areas have been further elaborated on based on the last two decades of
research, including a 2021 report by Grissom et al. that identified seven distinct ways the
educational policy environment has changed:
1. The widespread adoption of high-stakes accountability systems that focus on
student achievement.
2. Attention to racial and ethnic disproportionality in exclusionary discipline
practices.
3. An increased focus on leaders’ engagement with instruction.
4. The spread of public and private school choice options.
5. The adoption of common standards for student learning in most states.
6. State and district investment in educator evaluation systems based on multiple
measures of educator performance.
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7. Heightened attention to equity as a stand-alone policy and professional goal,
often assessed by focusing on diverse learners, including Black students,
indigenous students, or other students of color (Grissom et al., 2021).
These developments in education have expanded the perception of what the
principal’s role requires. Additionally, public school principals have also become less
experienced; 50% of current principals have 5 or less years of experience (Grissom et al.,
2021). The lack of experience, disenfranchisement of the position, and the ever changing,
evolving responsibilities of high school principals require an implementation of coaching
supports to help the principal leader be successful, feel empowered, and remain in the
position of leading the school longer, which can improve student achievement (Lewis &
Jones, 2019; Simon et al., 2019).
District Coaching
Although districts are not required to provide coaching outside of the site
administrators who are clearing their credential, emerging data shows that this type of
support is beneficial. In 2018 the Wallace Foundations completed a 3-year study in
conjunction with Vanderbilt University and Mathematica Policy Research that studied the
process of revamping the role of school district principal supervisors. The focus of the
principal supervisors was to concentrate on coaching, mentoring, and advising site
principals to be more effective instructional leaders. The study included the following six
districts: Long Beach Unified, Minneapolis Public Schools, Des Moines Public Schools,
Cleveland Metropolitan School District, Baltimore City Public Schools, and Broward
County Public Schools (Wallace Foundation, 2018). Although the focus of the study was
how to restructure the role of the principal supervisor, the principals who were coached
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identified that “principals felt better supported and district culture and central (district)
office changed for the better” (p. 1).
Furthermore, the Wallace Foundation (2020) elaborated further on the six districts
in which the principals identified that the effectiveness of their principal supervisor rose
from a rating of 3.88 to 4.10 on a scale of 5. However, teachers felt little impact in the
form of their principals’ performance. Additionally, the information presented did not
discuss details regarding the type of coaching and support that was provided to the site
principals. The information shows the possible potential of supporting the site principal
but data regarding the support is lacking so far. When looking at leadership support, such
as coaching, it is imperative to understand how this support is best provided to site
principals.
Leadership Support of Site Administrators
For this study, leadership support is identified in two specific areas. The first is
the formalized process required by state law that provides support to potential aspiring
educators in their pursuit of becoming educational administrators. The second step is a
less formalized approach to leadership support, often found either through district or
individual pursuit of improvement as an administrator.
Support. For the purpose of this research, all formalized leadership support is
provided through the requirements of the state of California and the CTC. According to
the CTC, prior to entering administration, the individual must have 5 years of experience
within a school system in California or another state. This experience includes teaching,
librarian, health services, clinical, and rehabilitative services, or it could be a combination
of teaching and school services (must equal 5 years; CTC, n.d.). Once the administrator
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has done this, they may begin considering entering the administration. There are multiple
ways to become an administrator. The CTC (n.d.) outlined the following steps to obtain a
5-year administrative preliminary credential:
1. A 1-year CTC-approved administrative services intern program comprising of
supervised in-service training resulting in the formal recommendation by the
California college or university where the program was completed; or
2. Achieve a passing score on the California Preliminary Administrative
Credential Examination (CPACE), administered by Evaluation Systems.
Once the individual is granted a preliminary credential, the CTC then provides the
following guidelines of how to complete the Administrative Services Credential Clear
Induction Program.
1. Possess a valid Preliminary Administrative Services Credential.
2. Verify a minimum of 2 years of successful experience in a full-time
administrative position in a California public school, nonpublic school, or
private school of equivalent status, while holding the Preliminary
Administrative Services Credential.
3. Complete a CTC-approved Administrative Services induction program and
obtain the program sponsor’s recommendation for the credential. Enrollment
in a clear administrative induction program is expected upon placement in an
administrative position but must occur no later than 1 year from activation of
the preliminary credential (CTC, n.d.).
Once the administrator enters the induction program, they are introduced to their
first level of formalized support. During the 2-year induction program, they receive one-
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on-one coaching and leadership development. According to the San Diego County’s
Clear Administrative Services Credential Program, participants receive:
Job-embedded one-on-one coaching with a skilled administrator, an
individualized leadership growth plan, and professional learning as well as a
culminating portfolio representing two years of leadership development as an
instructional leader-based upon the California Professional Standards for
Educational Leaders (CPSEL). (San Diego County Office of Education. n.d., para.
2).
Once administrators receive this required support and one-on-one coaching, they may
complete their program and receive a clear administrative credential. This formalized
process then leads to the informal support site administrators receive.
When principals complete their credential program, their work continues to
evolve, and the conversation of how to support these leaders has continued over the last
two decades (Hale & Norma, 2013). Unfortunately, the data and information available
regarding the support principals receive is minimal. Moreover, preparation programs
focus on theoretical practices and are not related directly to principals’ daily demands.
Likewise, there are questions regarding the poor sequence and organization of the
preparation programs (Hale & Norman, 2003).
Currently, principals receive professional development and attend workshops. However,
the consistency and focus with which the administrators receive these supports vary
greatly among school districts.
As mentioned previously, when site administrators clear their credential, the
required coaching they receive ends; however, their responsibilities do not (CTC, n.d.).
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These responsibilities and challenges, including the COVID-19 pandemic, have added
additional unforeseen duties and liabilities for site administrators. For these individuals to
continue to lead, they need coaches who will work with them consistently and listen,
observe, ask questions, and provide feedback (Bloom et al., 2005).
Although coaching is highly prevalent in the corporate realm, the breadth and
depth of educational coaching are lacking (Hale & Norman, 2003). Furthermore,
corporate coaching acknowledges the benefits of coaching that are provided in a
proactive process. However, site administrators often receive coaching for the first 2
years to clear their credential, but beyond this, there is a lack of data and evidence that
supports the benefits coaching provides to administrators. Educational coaching is
essential to develop leaders’ skills and abilities (Tschannen-Moran, 2017).
Summary
The purpose of this literature review was to provide an in-depth examination of
research related to the specific coaching characteristics that secondary principals identify
as being supportive of their leadership. Furthermore, the study is grounded in four
coaching characteristics: listening, inquiry/questions, feedback, and building a trusting
relationship. Likewise, the literature provided clarity regarding the difference between
coaching and mentoring, described the history of coaching, and examined specific
models of coaching within business, and the transition and adoption of models within the
educational field. In addition, the literature reviewed learning theories and the correlation
between learning theories and the coach’s understanding that coaching requires insight
into and interpretation of the coachee’s behavior. The coaches understanding of the
coachee’s behavior requires different characteristics from the coach to help the coachee
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be successful. Moreover, the literature discussed the three specific leadership styles that
are utilized within education, as well as the responsibilities of site administrators at the
high school level. Finally, the literature provided insight into the lack of specific support
that site administrators receive not only when clearing their credential but also once they
have completed their administrative program.
Whereas Chapter II explored the literature around coaching and leadership,
Chapter III explains the methodology of the study and the research design. In addition,
Chapter III discusses the sample population, data collection, analysis procedures, and the
limitations of the study.
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CHAPTER III: METHODOLOGY
Overview
This qualitative inquiry study investigated the essential characteristics of coaching
models that secondary principals perceive to support effective leadership at school sites.
Chapter III presents the purpose statement, research questions, research design, and
population in addition to identifying and describing the specific methodology.
Additionally, this chapter discusses the target population of the study, sample,
instrumentation, validity and reliability of the study, data collection, data analysis, and
limitations, concluding with a summary.
Purpose Statement
The purpose of this phenomenological study was to understand and describe the
essential characteristics of coaching that secondary principals perceive support effective
leadership at school sites. An additional purpose of this study was to determine what
strategies secondary principals recommend for improving the coaching that supports
effective leadership at school sites.
Research Question
The study was guided by the following central research question and two subresearch questions. Additionally, the research question was driven by the purpose of the
study described previously.
•

What do secondary principals perceive are the essential characteristics of
coaching that supports effective school site leadership?
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Research Sub-Questions
1. What characteristics of coaching do secondary principals perceive support
effective leadership at school sites?
2. What do secondary principals recommend for improving coaching that
supports effective leadership at school sites?
Research Design
In any research study, it is imperative to identify the methodology that will yield
the appropriate data related to the research questions. The methodology then determines
how the data is gathered, including interviews, observations, and document analysis. This
study focused on understanding the essential characteristics of the coaching models that
secondary principals perceive to support effective leadership at school sites, focusing on
what factors worked and what factors did not work in supporting secondary site
administrative leadership. The researcher investigated different methodology options to
determine the best fit for pursuing this investigation, identifying the methodology after
developing an understanding of the differences among quantitative, mixed methods, and
qualitative studies.
The first methodology researched was the quantitative approach. This approach
provides statistical information, often utilizes a single reality, and has sequential steps
established before the research begins. Additionally, quantitative research gathers data
that is easy to calculate and allows for statistical analysis. This approach is also beneficial
once the researcher has reviewed the literature, found theories based on an established
hypothesis, and determined how those theories relate to one another (Newhart & Patten,
2018). In contrast, qualitative approaches gather personal stories and narratives,
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understanding that multiple realities affect participants’ points of view. Finally, a mixed
methods approach utilizes both forms of information gathering (i.e., qualitative and
quantitative; McMillan & Schumacher, 2014; Newhart & Patten, 2018).
After careful consideration, a qualitative approach was chosen because the
research questions in this study sought to explore administrators’ lived experiences.
Furthermore, this study strove to investigate how human beings make sense of their
experience and transform experience into consciousness, both individually and as a
group. Finally, a qualitative approach was chosen because the researcher sought to
determine why secondary administrators perceive they are successful in site leadership
because of coaches’ use of particular strategies (Newhart & Patten, 2018). Specifically,
the researcher adopted the qualitative framework of pragmatism. Patton (2015) described
this type of study as follows: “As a qualitative framework, pragmatism directs us to seek
practical and useful answers that can solve, or at least provide direction in addressing,
concrete problems” (p. 152). Furthermore, Patton identified one of the possible core
questions asked within the pragmatic methodology as, “What are the practical
consequences and useful application of what we can learn about this issue or problem?”
(p. 99).
Qualitative methodology utilizes a critical study, grounded theory, case study,
ethnographic, or phenomenological theory framework (McMillan & Schumacher, 2015).
The researcher adopted a phenomenological approach to this study because of the goal of
understanding the lived experience of each administrator, the coaching experience they
underwent, and the perceived growth in their leadership at their school sites.
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Phenomenological Study
This study adopted a phenomenological approach, which Patton (2015) described
as focusing “on exploring how human beings make sense of experience and transform
experience into consciousness, both individually and as a shared meaning” (p. 118).
Additionally, a phenomenological study focuses on translating the participants’ lived
experience into a portrayal of their core qualities (McMillan & Schumacher, 2014). For
this study, the researcher analyzed the lived experience of each secondary principal and
identified the essence of any commonalities that existed among the 12 secondary
principals interviewed based on their perceived truths and the perceptions of their lived
experiences.
Population
According to McMillan and Schumacher (2014), a population is “a group of
elements or cases, whether individuals, objects, or events, that conform to specific criteria
and to which we intend to generalize the results of the research” (p. 129). The population
of the study included administrators throughout the state of California, a population that
totals approximately 21,000 (CDE, 2020). Furthermore, at the time of the study, there
were 1,322 high school principal administrators and 596 high school charter principals in
California (CDE, 2020).
High school administrators lead in varying capacities, including overseeing
students in grades nine through 12. Moreover, these site administrators lead hundreds
and sometimes thousands of students and dozens of certificated and classified staff
members. The Wallace Foundation (2013) identified the following five responsibilities of
secondary administrators:
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•

“Shaping a vision of academic success;

•

Creating a positive climate;

•

Cultivating leadership in others;

•

Improving instruction; and

•

Managing people, data and processes to foster school improvement” (p. 4).
Target Population

According to Creswell (2012), the target population is a group of individuals that
have common defining characteristics the researcher is able to recognize and research.
The target population for this research study was secondary site administrators who serve
at public high schools (grades nine through 12) who are currently receiving coaching and
have been coached previously for a minimum of 1 year. Specifically, this study’s target
study population was secondary principals throughout California, totaling an estimated
2,374 people (CDE, 2020). Furthermore, the population focused on Southern California
and included the following counties: Imperial, Inyo, Los Angeles, Mono, Orange,
Riverside, San Bernardino, San Diego, San Luis Obispo, Santa Barbara, and Ventura
(California, 2020). The map in Figure 6 identifies the Southern California area.
The target population was then narrowed down to three specific counties within
Southern California. The map in Figure 7 highlights these three areas:
•

San Diego County

•

San Bernardino County

•

Riverside County
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Figure 6. Areas of California. Note. This figure outlines the five regions of California.
Reprinted from Ventura, Santa Barbara, San Luis Obispo Counties Hoping to Be
Excluded from Southern California Region, by NewsChannel 3-12, 2020. Retrieved from
https://keyt.com/health/coronavirus/2020/12/07/ventura-santa-barbara-slo-countieshoping-to-be-excluded-from-southern-california-region/. Copyright 2021 by the author.
Reprinted with permission.

Figure 7. Southern California region. Note. This visual shows the Southern region of
California. Reprinted from “Southern California,” by Wikivoyage, n.d. Retrieved from
https://en.wikivoyage.org/wiki/Southern_California. Copyright 2021 by Wikivoyage.
Reprinted with permission.
To define the experience for this study and the administrators’ positions
concretely, specific criteria were generated. Each secondary site leader possessed the
following characteristics:
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•

Held a current administrative clear credential;

•

Had worked for a minimum of 3 consecutive years as a secondary site
principal in San Diego County, San Bernardino County, or Riverside County;
and

•

Had been coached as a high school principal within the last three years for a
minimum of a year.

•

Finally, the coaching could not be related to support for the high school
principal as a result of discipline or improving below-standard performance.
Sample

McMillan and Schumacher (2014) indicated that sample sizes in qualitative
research could range from one to 40 or more. Moreover, in qualitative research, sampling
often uses fewer participants than quantitative research, such as 10-26 participants in a
given study. Although quantitative studies typically have large sample sizes, qualitative
studies center on a small, deliberately selected sample (Patton, 2015). Finally, Patton
clarified that there are “no rules to sample size in qualitative studies” (p. 311).
For this study, the sample size of 12 secondary administrators was chosen based
on the purpose of the study, the research problem, the strategy utilized to collect data, and
the guidelines provided by McMillan and Schumacher (2014). Figure 8 highlights the
population, target population, and sample of this study. The researcher then identified and
utilized specific procedures for sampling, utilizing purposeful and convenience strategies.
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•High School Principals in the state of California totaled 1,322
•Charter High School Principals totaled 596

Population

Target
Population

Sample

•High School Prinicpals at public high schools (9th-12th grade)
•High School Principals were in San Diego, Riverside or San Bernardino County

12 High School Principals
•High School Principals were in San Diego, Riverside or San Bernardino County

Figure 8. Population, target population, and sample. Note. This figure outlines the
population, target population, and sample.
Sampling Procedures
According to Patton (2015), “Sampling is a means to an end. The end, or purpose,
is generating knowledge and deepening understanding” (p. 307). Although qualitative
studies do not gather statistical data, the process and sample utilized give the participants
a voice. The researcher used the following sampling procedures to access the high school
principals in this phenomenological study.
Homogenous Sampling
Newhart and Patten (2018) defined homogeneous sampling as seeking to “sample
people who are similar to one another from a population that is larger and more diverse”
(p. 100). In this study, the homogeneous sample had a unifying factor that all participants
were secondary high school administrators who had been in their positions for at least 3
years, had been receiving coaching for at least 1 year within the last three years to
improve their leadership. The homogeneous sample utilized in this study included high
school principals overseeing grades nine through 12 in San Diego, Riverside, and San
Bernardino Counties.
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Purposive Sampling
In a qualitative phenomenological study, purposeful sampling is utilized for three
main reasons: to align case selection deliberately with the inquiry’s purpose, primary
questions, and data being collected. Moreover, purposeful sampling is judged by two
factors: the purpose and the rationale of the study. Because the purpose of the study was
to understand and describe the essential characteristics of coaching practices that
secondary principals perceive to support effective leadership at school sites and to
determine what coaching practices secondary principals recommended should be
implemented to support effective leadership at school sites, the sample size was deemed
appropriate in order to make meaningful comparisons and develop and test the
researcher’s explanations (Patton, 2015).
Specific inclusion and exclusion criteria for participation were established. First,
the sample of 12 site administrators was identified. Within this sample, all participants:
•

Were located within Southern California, i.e., San Diego, San Bernardino, or
Riverside County.

•

Had 3-5 years of experience at a secondary site as the principal.

•

Had to hold a valid and current clear administrative credential as per the CTC.

•

Has been a site administrator at a secondary site with 50-3,000 students within
the last 3 years.

•

Had been coached as a high school principal within the last three years for a
minimum of a year.

•

Had not been assigned a coach due to either formal or informal discipline.
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Finally, the researcher requested a balance of participants that reflected gender diversity
from all three counties.
Nonprobability and Convenience Sampling
McMillan and Schumacher (2014) described nonprobability sampling as one of
the most common types of sampling utilized within educational research. This sampling
technique involves participants who happen to be accessible or exemplify particular
attributes. One example of nonprobability sampling is convenience sampling, which
McMillan and Schumacher (2014) defined as selecting a group of subjects “on the basis
of being accessible and expedient” (p. 136). The participants in this research study were
chosen carefully based on their ease of access to the researcher as a result of being high
school principals in the geographic location of San Diego, San Bernardino, or Riverside
Counties.
Snowball Sampling
According to Newhart and Patten (2018), “Snowball sampling is another
nonprobability method of sampling that can be useful when attempting to locate
participants who are difficult to find” (p. 102). This sampling strategy requires the
researcher to find one participant, then demonstrate to the participant that the research is
important so that the participant may suggest additional individuals to participate. The
researcher must build trust with the initial participant and assure them that the research
being conducted is confidential.
The researcher works at the San Diego County Office of Education (SDCOE) and
has access to all divisions within the organization. Due to this access, the researcher
contacted the Learning and Leadership divisions in the counties in which the research
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study was conducted. This division was the first point of contact because SDCOE’s
Learning and Leadership Services division specifically offers professional development
services and coaching for site administrators. Additionally, the researcher emailed or
called the San Bernardino of Education and Riverside County Office of Education
(Appendix B). The three county offices all had a Director Senior Director of Educational
Services or equivalent. The researcher then asked the management member if they knew
of any of their school districts that provide their secondary site administrators with
coaching for non-disciplinary reasons. The three management members were all able to
put the researcher in contact with multiple high school principals in the three districts.
The researcher then sent out the Participant’s Letter of Invitation (Appendix C) to
each high school principal via phone or email regarding the research topic, requested
their assistance in participating in the study, and explained that the information gathered
would be kept confidential. The researcher also emphasized that they could ask clarifying
questions if they did not understand something and could refuse to answer questions
during the interview if they chose not to. All appropriate documents and forms were sent
and signed by the participant as well. Once the researcher had identified the initial
participants, the researcher asked if they knew of other high school principals who would
be willing to participate and met the outlined requirements. This process then led to
additional participants being identified and participating until the researcher had recruited
12 high school principal participants.
Instrumentation
According to Patton (2015), the phenomenological process includes interviews
that focus on the participants’ lived experiences. Instrumentation, according to McMillan
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and Schumacher (2014), is the “effect of variations in measurement” (p. 112). Therefore,
the instrumentation process of collecting data involved the researcher conducting
interviews with each study participant.
Understanding the 12 secondary administrators’ lived experiences with their
coaches allowed for an understanding of the essential characteristics of the coaching
experience. Phenomenology focuses on understanding that there are numerous ways of
interpreting the same experience. Moreover, when extrapolated and studied, each of these
experiences creates the reality of the study based on the participants’ voices.
Researcher as Instrument of Study
Patton (2015) identifies the researcher as an instrument during the qualitative
research process. Because the researcher is in a full-time position as a Coordinator in
Human Resources and has broad experience as a site administrator and coach, this could
have led to bias in the data collection process. Consequently, the researcher focused
purposefully on being aware of possible bias during the data collection. Furthermore, the
researcher implemented safeguards to protect against personal bias influence by adhering
strictly to the data collection protocols (McMillan & Schumacher, 2014).
Interviews
A phenomenological study is focused on in-depth personal interviews that are
often unstructured (McMillan & Schumacher, 2014). Additionally, phenomenological
interviews focus on the lived experience in an informal interactive process through the
participants’ remembered experiences, stories, and narratives (Patton, 2015). The
interview instrument was developed using the four coaching characteristics identified in
the theoretical framework and research question (Appendix E). These characteristics
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guided the development of the interview instrument provided in Appendix E that utilized
structured, semi-structured, and unstructured interview questions and are included in the
Coaching Characteristics Identified by Secondary Site Leaders Interview Questions
(Appendix F).
Validity
McMillan and Schumacher (2014) defined validity in qualitative research as “the
degree of congruence between the explanations of the phenomena and the realities of the
world” (p. 330). Additionally, validity refers to the extent to which interpretations have
the same meanings among the study’s participants. The researcher utilized four strategies
to enhance the study’s validity:
1. Multi-method strategies to allow for triangulation in the data collection and
analysis.
2. Low inference descriptors; precise and highly detailed descriptions of the
individuals and circumstances.
3. Mechanically recorded data, usage of recording devices including video and
audio recorders.
4. Participant review; literal statements and quotes from the participants.
These four strategies ensured design validity through specific data collection strategies
and analysis procedures (McMillan & Schumacher, 2014).
Prior to the interview questions being constructed and with the assistance of
expert advisors, the researcher drafted the Coaching Characteristics Identified by
Secondary Site Leaders Interview Questions (Appendix F). The two advisors were
Brandman University alumni who also completed Ed.D. degrees at Brandman University.
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These individuals reviewed the Coaching Characteristics Identified by Secondary Site
Leaders Interview Questions and provided specific feedback and revisions. The
researcher then revised the wording of the protocol based on their feedback.
Next, the researcher drafted interview questions that were based specifically on
the theoretical framework and aligned to the research and sub-research questions. After
creating the questions and prior to asking the questions of the participants in the study,
the researcher gave the questions to two secondary site administrators who had a
Brandman Ed.D. and had received coaching previously as secondary administrators.
These individuals reviewed the questions and provided specific feedback and revisions to
the interview questions. This information was then utilized to revise the questions prior to
providing the final draft to the participants. The researcher also received permission from
each participant to record the interview. Finally, to ensure validity of the protocol with
the 12 participants, the researcher also gave the interview transcript to each participant to
review after the interview in order to ensure the accuracy of what was said and to allow
the participants to verify the researcher’s information (McMillan & Schumacher, 2014).
Field Test
The researcher conducted a field test based on the initial feedback from the two
site administrators to identify if any questions were vague or if participants might not be
willing to answer any of the questions (Newhart & Patten, 2018). The researcher sought
the assistance of two educational professionals who had expertise in doctoral-level
qualitative phenomenological research and prior experience coaching candidates in
qualitative research. The researcher conducted a mock interview with the first educational
professional observing the process and the second individual acting as the interviewee.
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Both individual experts provided feedback on the researcher’s interview skills using the
Researcher and Observer Feedback Reflection Questions (Appendix D). The feedback
provided by the two interview experts was not included in the research data. Finally, the
researcher considered all feedback carefully before conducting interviews with study
participants.
Reliability
Newhart and Patten (2018) identified reliability as a means to “study the
consistency of different aspects of the measurement” (p. 141). During the data collection
process, the researcher systematically organized the interviews conducted with all 12
participants using the Coaching Characteristics Identified by Secondary Site Leaders
Interview Questions, utilizing the same protocol and research questions to ensure
reliability. Furthermore, the researcher ensured that the interviewees reviewed their
specific interview transcript for possible misinformation or revisions and compared their
transcript to available field notes. Finally, the researcher implemented the same protocol
and script for each site administrator interview in order to ensure the process was
identical.
Interrater Reliability
Interrater reliability occurs when two or more observers work independently of
one another but still come to the same understanding or conclusion (McMillan &
Schumacher, 2014). To ensure that the collected data was consistent, a second researcher
who held an Ed.D. degree with qualitative research and doctoral coursework experience
participated in coding for this survey. Additionally, the researcher utilized NVivo
software to help identify appropriate themes from all 12 interviews. The researcher and
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second researcher coded the information, which was then cross-referenced to ensure inter
rater-reliability. The coding process was reliable up to 90% of the time: an acceptable
percentage of interrater reliability for this research study (Landis & Koch, 1977).
Data Collection
McMillan and Schumacher (2014) identified three intersecting phases of data
collection: planning, data collection, and completion. Data collection includes three subphases (beginning data collection, basic data collection, and closing data collection),
creating a total of five phases of data collection. This study’s data collection process
followed McMillan and Schumacher’s phases in order to determine what secondary
principals perceive are the essential characteristics of coaching that support effective
school site leadership.
Data Collection Process
Prior to stage one of collecting the data, the study was authorized by the
Brandman University Institutional Review Board (BUIRB; Appendix K) and the
researcher received a National Institute of Health (NIH) certificate (Appendix J). During
phase one, each participant met the following criteria to be part of the study: located
within Southern California, have 3-5 years of experience at a secondary site as the
principal, held a valid and current clear administrative credential per the CTC, and
worked at a site that had 500-1,000 students. Once a participant was identified, phase one
entailed gaining permission via the district and/or school to utilize the site and participate
in the study (McMillan & Schumacher, 2014).
Prior to their becoming official participants in the study, the researcher sent
prospective participants the Participants Letter of Invitation (Appendix C), which
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included the purpose of the study, the participant Bill of Rights, the informed consent
form (Appendix H), and the audio/visual release form (Appendix I). The researcher also
included her contact information for any questions, comments, or concerns regarding the
study. The researcher allowed a 2-week period for the participants to return the signed
documents. The researcher sent an email reminder 1 week before the deadline as well as
an additional follow up email after 2 weeks for any participant still missing signed
paperwork.
At the time of the study, the COVID-19 pandemic was still affecting multiple
agencies including school sites and districts. Due to this ongoing situation, Zoom, Google
Teams, or other online platforms were utilized when in-person interviews at the
administrator’s school site could not occur. Furthermore, to conduct the interviews in a
timely manner, interview timeframes were made available during the instructional school
day, including before school or after the school day was over, as well as on some
weekends. Additionally, interviewees had the choice to opt out of the process before or
even during the interview if they chose to. Each participant was asked the same
questions, and unstructured and semi-unstructured questions were posed to dig deeper
into the information and provide clarification and understanding. All interviewees were
thanked for their time both during the interview and via email; they were also reminded
that they would receive a hard copy of their transcription from the interview for them to
review and provide feedback on or clarify information they provided.
The structured, semi-structured, and unstructured interview questions (Appendix
F) were created by the researcher, the questions were documented by the researcher via
scripted notes, and the interviews were conducted in-person or Zoom/Teams. The
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researcher asked each participant the same questions, using follow up questions and
probes to help clarify and fully understand each answer. Additionally, the researcher
made sure to review the interview protocol prior to the start of each interview and
thanked each interviewee for participating. Regarding confidentiality, the data from these
interviews will be stored in a password-protected manner for 3 years via the cloud and
then destroyed, including the Zoom recordings and all notes that were taken.
Triangulation
In this study, the researcher conducted phenomenological interviews and collected
artifacts to triangulate the data, focusing on setting aside predetermined or biased ideas
about the research topic to ensure the information given by the participants was reported
accurately and understood deeply (McMillan & Schumacher, 2014). To ensure the
validity and alignment of the Coaching Characteristics Identified by Secondary Site
Leaders Interview Protocol, the researcher triangulated and cross-referenced the
theoretical foundations, theoretical framework, research questions, and literature
identified in the synthesis matrix. The Coaching Characteristics Identified by Secondary
Site Leaders Interview Protocol utilized varying types of questions (structured, semistructured, and unstructured questions) that were developed to address the coaching
characteristics site administrators identify as being crucial to their leadership
development.
Artifacts
During the research and fieldwork, the researcher also gathered artifacts.
According to Patton (2015), “Records, documents, artifacts, and archives in
anthropology, constitute a particularly rich source of information about many
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organizations and programs” (p. 376). Moreover, artifacts provided insight into
conversations the site administrators have had with their coaches, as well as their
leadership styles. For this study, participants’ written communication included coachee
notes from coaching sessions, staff meeting minutes, workshop materials, and
PowerPoint presentation slides. These documents were scanned, organized, and placed
into a file associated with the relevant participant.
Observations
Patton (2015) identified observations as “observing context, activities,
interactions, what people do, and what they say is important in a comprehensive approach
to fieldwork” (p. 370). Observations are also valuable in identifying patterns that are
occurring as well as patterns that occur when factors are not occurring; however, the
researcher’s speculations must not become part of the data. During the course of this
research, the researcher made observations either in person or via the Zoom/Teams online
platform depending on the situation. All data will be maintained in an online confidential
password protected file for 3 years, after which point it will be destroyed.
Data Analysis
McMillan and Schumacher (2014) described qualitative data analysis in terms of
the way the researcher organizes the data into categories and classifies them into patterns
and relationships within those categories. This process was utilized throughout the data
analysis process to ensure validity and accuracy due to the high volume of information
gathered.
All information was uploaded onto the researcher’s computer, then placed into 11
initial folders. For example, Participant A had a folder; within that folder, all interview
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information was placed in a sub-folder, artifacts were placed in a second sub-folder, a
third sub-folder was created for observations, and a fourth folder included important
miscellaneous information. Once all the information was collected and uploaded, the files
for each participant were put into additional folders such as All Observations, All
Artifacts, and All Interviews. A third-party transcription service was utilized to transcribe
the interviews when needed.
The next step was to code all data and to identify themes from the interviews,
artifacts, and observations as well as to create frequency tables of those themes.
McMillan and Schumacher (2014) explained that developing codes and categories
requires “convergence” (p. 554). The convergence of the data revealed patterns within the
specific characteristics secondary administrators identified their coaches using in
coaching sessions to improve their leadership. The responses to interview questions
identified these characteristics, and the artifacts from staff meetings, agendas, PowerPoint
presentations, and workshops and observations allowed for triangulation. After the data
was collected the information was analyzed and categorized according to themes.
Additionally, frequency tables were created via a ranking system that identified the top
themes of the coaching characteristics that the site principals named. Furthermore, the
frequency table identified the theme that was mentioned the most often at the top of the
table and then descended in. Finally, the researcher worked with a qualitative
methodology expert with an Ed.D. degree and qualitative doctoral-level research
experience to review 10% of the data. The expert’s data analysis agreed with the
researcher 90% of the time. This process ensured the data coding was accurate, and bias
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was not evident. Once the triangulation had been completed and the themes emerged, the
data was checked for accuracy and themes.
Limitations
Research conducted within the educational field often has its own set of
limitations, which Patten (2018) succinctly identified as “methodological weaknesses” (p.
303). Based on the constraints of the study, there are three limitations. The sample was
restricted to high school administrators who were being coached for a minimum of 1 year
in San Diego, Riverside, or San Bernardino Counties. The sample did not include
elementary or middle school principals.
Summary
Chapter III presented the purpose statement, research questions, research design,
population, and qualitative research methodology. Furthermore, Chapter III discussed in
detail the target population of the study, sample, instrumentation, validity and reliability
of the study, data collection, data analysis, and limitations. Chapter IV will present an
analysis of the data collected.
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Chapter IV: RESEARCH, DATA COLLECTION AND FINDINGS
Overview
The purpose of this phenomenological study was to understand and describe the
essential characteristics of coaching that secondary principals perceive to support
effective leadership at school sites. An additional purpose of this study was to determine
what strategies secondary principals recommend for improving coaching that supports
effective leadership at school sites. The theoretical framework for this study combined
characteristics of numerous coaching models, including co-active coaching, the blended
coaching model, administrative leadership coaching, and evocative coaching. Four key
focus areas identified within the framework—listening, inquiry/questions, feedback, and
building a trusting relationship—were identified as the essential areas necessary in
coaching principals to become effective leaders. The researcher sought to research the
perceptions of high school principals regarding the coaching characteristics that helped
them to become more effective at their school sites and what could have improved their
coaching experiences.
Purpose Statement
The purpose of this phenomenological study was to understand and describe the
essential characteristics of coaching that secondary principals perceive to support
effective leadership at school sites. An additional purpose of this study was to determine
secondary principals’ recommendations for improving coaching that supports effective
leadership at school sites. This chapter provides a thorough analysis of the qualitative
data that was compiled after interviewing high school principals about their coaching
experiences, gathering artifacts, and conducting observations. The data from the analysis
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includes participant interviews and a review of artifacts and observations. Key findings
are provided at the conclusion of this chapter.
Research Question
What do secondary principals perceive are the essential characteristics of
coaching that supports effective school site leadership?
Research Sub-Questions
1. What characteristics of coaching do secondary principals perceive support
effective leadership at school sites?
2. What do secondary principals recommend for improving coaching that
supports effective leadership at school sites?
Research Methodology and Data Collection Procedure
A qualitative approach utilizes a phenomenological theory of framework
(McMillan & Schumacher, 2015) to discover how “human beings make sense of
experience and transform experience into consciousness” (Patton, 2015, p. 118). A
qualitative phenomenological approach was chosen because the research questions in this
study sought to explore high school administrators’ lived experiences. Ultimately, the
researcher sought to determine why secondary administrators perceive they are successful
in site leadership because of a coach’s use of particular strategies (Newhart & Patten,
2018). Furthermore, the researcher strove to identify “practical and useful answers that
can solve, or at least provide direction in addressing, concrete problems” (Patton, 2015, p.
152) with coaching experiences. The practical and useful responses elicited in this study
could support multiple educational organizations and districts when implementing or
revising high school administrative coaching programs. Finally, the researcher focused on
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identifying and collecting detailed and precise descriptions, experiences, and firsthand
accounts during the research to provide an accurate understanding of the lived
experiences of the participating coachees in this qualitative study.
This study was undertaken because research showed there was little information
available relating to secondary site administrators and the impact of the coaching they
receive. In addition, Lackritz (2006) suggested that a deeper study was needed to identify
the different models of coaching and how those models are utilized. Similarly, the
literature review also showed an absence of information regarding the impact of coaching
outside of administrators clearing their administrative credential. Finally, a deeper dive
into specific types of coaching models, topics needing to be addressed in coaching, and
the length of the coach’s experience were all areas where prior research was lacking
specificity.
Data Collection and Participants
Prior to collecting the data, the researcher’s study was authorized by the
Brandman University Institutional Review Board, now known as Massachusetts Global
(BUIRB; Appendix K), and the researcher received a National Institute of Health (NIH)
certificate (Appendix J). It is also important to notate that the COVID-19 pandemic was
still affecting multiple agencies, including school sites and districts, and in turn affected
the study. Thus, Zoom, Google Teams, and other online platforms were utilized in-lieu of
in-person interviews and observations at each administrator’s school site.
After receiving approval by BUIRB, the researcher identified participants who
met the following criteria to be part of the study:
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•

Participants were located within Southern California, i.e., San Diego, San
Bernardino, or Riverside County.

•

High school principals had 3-5 years of experience at a secondary site as the
principal.

•

Those who were interviewed had to hold a valid and current clear
administrative credential as per the CTC.

•

Those in the study were currently the site administrator at a secondary site
with 50-3,000 students.

•

Participants had been coached as a high school principal within the last three
years for a minimum of a year.

•

High school principals had not been assigned a coach due to either formal or
informal discipline.

Once a participant was identified, when appropriate, the researcher gained permission via
the district and/or school to participate in the study (McMillan & Schumacher, 2014).
Interview Data Collection
Once participants were identified and permission was granted via all appropriate
consent forms (see Appendices H and I), the researcher conducted participant interviews.
The researcher gave the participants the opportunity to be interviewed during their
instructional school day, including before school or after the school day was over, as well
as on the weekends. The participants had the option to opt out of the process before or
even during the interview if they chose to and were reminded of this fact at the beginning
of the interview.
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The researcher initially identified 12 participants who matched the criteria and
agreed to be in the study; however, one of those 12 participants did not follow through
with participation after multiple attempts to contact them. As a result, data was collected
from 11 participants. All 11 participants were interviewed via a Zoom or Teams platform
and were asked the same unstructured and semi-unstructured questions, which were
posed to dig deeper into the participants’ experiences and provide clarification and
understanding. The interviews lasted from 15-65 minutes, depending on the participants’
verbal responses, which varied substantially, even though the researcher used the same
interview protocol with each participant. Interviews were transcribed and then provided
via email to each participant for feedback. The researcher used feedback to ensure the
accuracy in information provided by the participants during the interviews and to allow
them an opportunity to clarify the information provided.
Triangulation
Artifacts and observations were collected, reviewed, and analyzed by the
researcher and utilized as data in order to triangulate the analysis. According to Patton
(2005), “It is in data analysis that the strategy of triangulation really pays off, not only in
providing diverse ways of looking at the same phenomenon, but in adding to the
credibility by strengthening confidence in whatever conclusions are drawn” (p. 661).
More specifically, these data sources provided insight into conversations the site
administrators had with their coaches, as well as the principals’ leadership styles.
Utilizing multiple kinds of data ensures the strength of the triangulation of data
(Patton, 2005). Therefore, the observations and enabled provided triangulation of the
information in correlation with the interview findings. The researcher collected 21
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artifacts from the participants, including the participants’ staff meeting minutes,
workshop materials, and PowerPoint presentation slides. These documents were scanned,
organized, and placed into various digital file folders associated with the relevant
participants. The data sources of observations and interviews allowed the interview data
to be substantiated with the use of multiple data sources during the qualitative research to
develop a comprehensive understanding of the phenomenon under investigation (Patton,
2014). The data from these triangulation sources were analyzed subsequently (See
Appendices O, P and Q for raw data).
Population
The population of the study included administrators throughout the state of
California. At the time of the study, the administrator population in the State of California
was approximately 21,000. Moreover, at the time of the study, there were 1,322 high
school principal administrators and 596 high school charter principals in California
(CDE, 2020). Finally, it is important to note that the sample was selected based on the
participants’ ability to meet the criteria and their lived experiences of receiving coaching
(McMillan & Schumacher, 2014).
Study Sample
The target population for this research study was secondary site administrators
who serve at public high schools (grades nine through 12) who had received coaching
and had been coached previously for a minimum of 1 year. Specifically, this study’s
target study population was secondary principals throughout California, in three specific
counties within Southern California: San Diego, San Bernardino and Riverside County.
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The sample size of 11 secondary administrators was chosen based on the purpose
of the study, the research problem, the strategy utilized to collect data, and the guidelines
provided by the University of Massachusetts Global. The researcher identified and
utilized specific procedures for sampling that included purposeful, nonprobability, and
snowball sampling.
McMillan and Schumacher (2014) described nonprobability sampling as one of
the most common types of sampling utilized within educational research. This sampling
technique involves participants who happen to be accessible or exemplify particular
attributes. The participants in this research study were chosen carefully based on their
ease of access to the researcher as a result of being high school principals in the
geographic location of San Diego, San Bernardino, or Riverside Counties.
According to Newhart and Patten (2018), “Snowball sampling is another
nonprobability method of sampling that can be useful when attempting to locate
participants who are difficult to find” (p. 102). This sampling strategy requires the
researcher to find one participant, then demonstrate to the participant that the research is
important so that the participant may suggest additional individuals to participate. The
researcher-built trust with the initial participant and was able to identify 11 total
participants based on this process.
Purposeful sampling was utilized to align case selection deliberately with the
inquiry’s purpose, primary questions, and data being collected. Moreover, because the
purpose of the study was to understand and describe the essential characteristics of
coaching practices that secondary principals perceive to support effective leadership at
school sites and to determine what coaching practices secondary principals recommended
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should be implemented to support effective leadership at school sites, the sample size was
deemed appropriate in order to make meaningful comparisons and develop and test the
researcher’s explanations (Patton, 2015).
Criteria for participation were established, and within this sample, all 11
participants met the following criteria:
•

Were located within Southern California, i.e., San Diego, San Bernardino, or
Riverside County.

•

Had 3-5 years of experience at a secondary site as the principal.

•

Had to hold a valid and current clear administrative credential as per the CTC.

•

Were currently the site administrator at a secondary site with 50-3,000
students.

•

Had been coached as a high school principal within the last three years for a
minimum of a year.

•

Had not been assigned a coach due to either formal or informal discipline.

Finally, the researcher ensured a balance of 11 participants that reflected gender diversity
as well as participants from all three counties. Out of the 11 participants, seven
participants were female and five were male. Likewise, three of the female participants
worked in San Diego County, one worked in Riverside, and three worked in San
Bernardino County, for a total of seven participants. Additionally, one male participant
worked in San Diego County, two worked male participants worked in Riverside, and
one worked in San Bernardino, for a total of four male participants. Figure 9 identifies
the participants and the counties in which they worked (See Appendix R for participant
criteria).
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Participants and County
4.5
4
3.5
3
2.5
2
1.5
1
0.5
0
San Diego

Riverside
Female Prinicpals

San Bernardino

Male Principals

Figure 9. Demographics and county location of participants.
Study Participants
Eleven high school principals from San Diego, San Bernardino, and Riverside
Counties who met the criteria and agreed to participate in the study were identified as
participants. Any information that was obtained in connection to the study was kept
confidential and password protected. Additionally, all of the data is presented without
reference to an individual or institution. Therefore, the research participants were each
assigned an alphabetical letter in order to maintain their anonymity.
Presentation and Data Analysis
This study’s findings were extrapolated from the data drawn from the interviews,
observations, and artifacts that the high school principals provided regarding their work
in the San Diego, San Bernardino, or Riverside County high schools they served. These
findings described and recognized the essential characteristics of coaching that secondary
principals perceive to support effective leadership at school sites, and identified the
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recommendations high school principals made for improving the coaching to support
effective leadership at the school site.
Data Analysis
The structured and semi-structured interview was the source of the first set of data
collected from the 11 participants. Additionally, the coaching process included
observations with notes, and artifacts were collected from multiple participants. All data
was coded to identify the themes within the coaching characteristics from the interviews,
artifacts, observations and frequency tables were then created. The interviews were
transcribed utilizing a digital transcription service called Rev.com and the researcher took
notes during the observations due to recording not being allowed. Once the data had been
transcribed, all transcripts and artifacts were analyzed and evaluated to identify themes
regarding the coaching characteristics that supported high school principals’ site
leadership. Once the 11 interview transcripts were reviewed and transcribed, they were
uploaded into NVivo, a qualitative coding application. Moreover, each developing theme
was assessed based on the percentage for each coaching characteristic. When the coding
process was completed, the researcher tallied the number of times the theme was
referenced across all data sources in order to determine the frequency of responses. The
convergence of the data uncovered patterns within the specific characteristics secondary
administrators identified their coaches using in coaching sessions to improve their
leadership. The responses to interview questions identified these themes, and the artifacts
from staff meetings, agendas, PowerPoint presentations, workshops, and observations
allowed for triangulation. Of 11 participants, the frequency response of participants
ranged from 100% to 82% with agreeing with or disagreeing with the importance of the
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four characteristics of coaching that supported their leadership. The researcher identified
themes within the characteristics that were elicited from a threshold of a minimum of
18% of the frequency of responses, which is not less than two individuals providing a
similar response.
Additionally, frequency tables were created using a ranking system that identified
the top themes of the coaching characteristics named by the site principals. Prior to the
data being analyzed for themes within the characteristics of coaching, the researcher
analyzed the characteristics the participants identified as most important within the
coaching process. Figure 10 outlines the participants’ responses for the most important
characteristics of coaching.
Additionally, the researcher used frequency to rank the top themes of the
coaching characteristics that site principals named. Based on the frequencies of the
themes mentioned, the response that was recorded most often was placed at the top of the
table (Table 6), followed by less frequently mentioned themes.
Finally, themes that were identified less than 18% of the time were eliminated and
are not represented in any of the charts and figures because these responses were outliers.
At least a minimum of two similar responses had to be identified in order for a theme to
be included in Table 6; this amounted to 18% or more.
Validity
Validity refers to the degree to which analyses have the same meanings among
the study’s participants. Moreover, McMillan and Schumacher (2014) defined validity in
qualitative research as “the degree of congruence between the explanations of the
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phenomena and the realities of the world” (p. 330). Four tactics were utilized to improve
this study’s validity:
1. Multi-method strategies to allow for triangulation in the data collection and
analysis.
2. Low inference descriptors; precise and highly detailed descriptions of the
individuals and circumstances.
3. Mechanically recorded data, usage of recording devices including video and
audio recorders.
4. Participant review; literal statements and quotes from the participants.
These four strategies ensured design validity through detailed data collection approaches
and analysis methods (McMillan & Schumacher, 2014). The researcher also worked with
expert advisors to draft, review, and provide feedback regarding the Coaching
Characteristics Identified by Secondary Site Leaders Interview Questions (Appendix F).
Additionally, the researcher provided the interview questions to two secondary site
administrators who had a Brandman Ed.D. and had received coaching previously as
secondary administrators. These individuals reviewed the questions and provided specific
feedback and revisions to the questions. Finally, the researcher gave the interview
transcript to each of the 11 participants to review after the interview in order to ensure the
accuracy of what was said and to allow the participant to verify the researcher’s
information.
Reliability
Throughout the data collection process, the researcher thoroughly categorized the
interviews conducted with all 11 participants using the Coaching Characteristics
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Identified by Secondary Site Leaders Interview Questions. Furthermore, the researcher
utilized the same protocol and research questions to ensure reliability. The researcher
emailed each of the 11 participants and provided their interview transcripts for their
review to ensure that misinformation was addressed, and necessary revisions were made.
Moreover, the researcher then compared the participants’ transcripts to the available field
notes. Finally, the researcher executed the same protocol and script for each site
administrator interview to ensure the procedure was identical.
Data Compiled by Research Question
What do secondary principals perceive are the essential characteristics of
coaching that supports effective school site leadership?
Research Sub-Questions
1. What characteristics of coaching do secondary principals perceive support
effective leadership at school sites?
2. What do secondary principals recommend for improving coaching that
supports effective leadership at school sites.
Demographic Data
The main research question asked secondary principals to identify what they
perceive are the essential characteristics of coaching that support effective school site
leadership. Because the field of coaching varies across numerous disciplines and existing
coaching models are plentiful and wide-ranging, the researcher researched a theoretical
framework for coaching characteristics. The theoretical framework provides
understanding and clarity regarding the essential characteristics of coaching that support
effective educational site leadership by merging the characteristics of four key coaching
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models: co-active coaching, blended coaching, administrative leadership coaching, and
evocative coaching. The characteristics of the theoretical framework are provided in
Table 5.
Table 5
Theoretical Framework

Models
Blended Coaching (Bloom et al.,
2005)
Administrative Leadership (Reiss,
2015)
Co-Active Coaching (Kimsey-House,
2011)
Evocative Coaching (TschannenMoran, 2020)

Trusting
Relationship
X
X

Characteristics
Inquiry/
Listening
Questions
X
X
X

Feedback
X

X

X
X

X

X

The four areas of focus within the theoretical framework are:
•

Building a trusting relationship

•

Listening

•

Inquiry/Questions

•

Feedback

From the interviews, the participants identified the following themes (see Table 6). Table
6 identifies the themes and the frequencies of responses to the interview questions that
participants identified as important within the four coaching characteristics. The data
shows the lived experience of the principals’ perceptions that mindful and reflective
questioning, personal growth, reflection, and trusting relationships are all key
components that must occur within coaching. Likewise, it was noted that feedback must
be given within the context of a relationship in order for the feedback to be beneficial and
received by the participant. The participants also articulated that mindful and reflective
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questioning correlated directly to the coach’s ability to garner valuable information and
assist the participant in his/her leadership.
Table 6
Coaching Characteristic Themes
%
Frequency
Number of based Interview Observation Artifact
of
respondents on N
sources
sources
Sources Reference
4
36.3
6
1
0
7

Theme/pattern
Mindfulness of
Questioning
Communication
4
36.3
Relationship
6
54.5
Reflective
4
36.3
Questioning
Reflection
4
36.3
Personal
4
36.3
Growth
Consistency
3
27
Note. N for interview participants = 11.

4
4
6

2
2
0

0
0
0

6
6
6

2
4

2
0

0
0

4
4

3

0

0

3

Responses to Interview Question 1. What characteristics of coaching do
secondary principals perceive support effective leadership at school sites? Based on the
interviews, the researcher found that the participants identified the following coaching
characteristics as either an essential coaching characteristic or believed that the
characteristic was not an essential characteristic in supporting their leadership growth
(see Figure 10).
A trusting relationship emerged as one of the two most important characteristics
of coaching out of the aforementioned four identified characteristics, with eleven out of
eleven or 100% of administrators identifying this quality as essential. Inquiry and
questioning tied for first place with 11 out of 11 or 100% of the administrators feeling
that the characteristic was essential. Finally, feedback and listening were identified as
essential to the coaching process with nine out of 11 or 82% of the participants agreeing.
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Table 7 identifies the four essential coaching characteristics that the participants believe
are essential.

Participants Belief That The Coaching
Characteristic Is Essential
11

11

TRUSTING RELATIONSHIP

INQUIRY AND
QUESTIONING

9

9

FEEDBACK

LISTENING

Participants Belief That The Coaching Characteristic Is Essential

Figure 10. Participants’ belief that the coaching characteristic is essential based on RQ 1.
Table 7
Participant Belief That the Coaching Characteristic Is Essential

Characteristic
Trusting
Relationship
Inquiry and
Questioning
Feedback
Listening

Number of
respondents
11
11
11

%
based
on N
100
100
82

Interview
sources
11
11
11

Observation
sources
0
0
0

Artifact
Sources
0
0
0

Frequency
of
Reference
11
11
9

11

82

11

0

0

9

Note. N for interview participants = 11.
Trusting Relationship
Bloom et al. (2005) discussed the importance of building relationships within
coaching. This process necessitates that the coach and coachee build trust by
demonstrating specific qualities: sincerity, reliability, and competence. Additionally,
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Bloom et al. stated that leadership coaching requires that the coach work intentionally to
build rapport. Finally, the coachee must believe that the coach is focused solely on
helping that individual achieve his/her goals. RQ 1 asked: What characteristics of
coaching do secondary principals perceive support effective leadership at school sites?
All participants (100%) interviewed stated that a trusting relationship between them and
their coach is an important characteristic in their coaching. Figure 11 highlights the
participants’ responses. Additionally, after being asked this question, the participants
shared supplementary information regarding the importance of feedback.

Participants' Belief That A Trusting
Relationship
Is An Essential Characteristic Of Coaching

100%

Trusting Relationship

Figure 11. Participants’ belief that a trusting relationship is an essential characteristic of
coaching.
Additionally, the participants provided examples of this characteristic in their
coaching in response to the interview question asking for such examples. The data
revealed an emerging theme regarding a trusting relationship, which participants
referenced four times (see Table 7). The main finding concluded that a trusting
relationship included the participants accomplishing or articulating the importance of
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personal growth throughout the coaching process. The participants articulated that when
they had a trusting relationship, they were able to open up about their work situations and
receive assistance in improving their practice, which led to personal growth. Table 8
identifies personal growth as the coded emerging theme; 36% of the respondents
identified this theme with a frequency rate of 11% based on the number of respondents.
Table 8
Trusting Relationship Themes
%
Number of based Interview Observation Artifact
respondents on N sources
sources
Sources

Theme/pattern
Personal
4
36.3
4
Growth
Note. The N for interview participants = 11.

0

Frequency
of
reference

0

4

Personal growth. The personal growth theme was identified four times across 11
interviews, translating to 36% of the participants identifying this item. The participants
indicated that personal growth was important in the trusting relationship in the coaching
process. Participant D stated:
I’ll never forget this. This was a consultant. He said, “I have one question for you,
do you want to get better?” And if you answer that in the affirmative, then it is
game on. Then we’re, going to look at some things in a different way, but, if
you’ve arrived and there’s no need for this to go any further. And, I surrendered
to, you know what? I want to get better at who I am and I want to get better at
what I do and I’m ready to really take a critical look, to me, that’s huge.
A second participant stated:
You’re also saying, “I’m willing to learn.” So you need somebody who can say,
“It’s okay not to know everything. I don’t know everything.” Or wouldn’t it be
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cool if the coach and you had an issue that you were almost exploring together?
They may have examples and things that they’ve used, but that you work it out
together as a team with, “What about this?”
Bloom et al. (2005) highlighted that the coachee must be willing to not only
participate but also learn, grow, and change in essential ways. Downey (2003) explained
that in order for coaching to be successful, it must be based upon a strong relationship;
when a relationship does not develop between the coach and coachee, the coaching is
essentially ineffective.
Inquiry and Questioning
The second characteristic that the participants identified as an important aspect of
coaching based on RQ 1 was inquiry and questioning, which all interviewed participants
(100%) indicated is important. Figure 12 identifies the participants’ belief that inquiry
and questioning is an essential characteristic of coaching.
The research identified inquiry and questioning as serving a two-fold objective in
helping the coach and the coachee. The coach gains valuable information concerning the
coach’s situation as well as the coachee’s needs. The coachee, in turn, is influenced by
the questions the coach poses. These questions and the answers help the coachee identify
solutions to interpret the situation differently or clarify his/her own philosophy (Bloom et
al., 2005; Tschannen-Moran, 2018).
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Participants' Belief that Inquiry and
Questioning is an Essential Characteristic of
Coaching

100%

Inquiry and Questioning

Figure 12. Participants’ belief that inquiry and questioning are an essential characteristic
of coaching.
One theme emerged from the data coding process for inquiry and questioning.
This common theme was identified as the coach needing to be mindful in the utilization
of questioning. The mindfulness of questioning theme was referenced seven times by the
participants, accounting for 19.4% of the coded data. The theme had more than 27% of
the respondents with a frequency rate of 36% or higher based on the number of
respondents. Participant D stated,
I think you have to be incredibly mindful. Timing is huge. Questions are super
important, but watching a little bit of on the end of the personal realm, the why…
I think it’s a very careful balance of people that can do that well.
The common theme of mindfulness when a coach poses questions to the coachee
is identified in Table 9 according to the theme and the frequency count of responses
received.
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Table 9
Inquiry and Questioning Themes

Theme/pattern
Mindfulness
of Questioning

Number of
respondents
4

%
based
on N
36.3

Interview
sources
6

Observation
sources
1

Artifact
Sources
0

Frequency
of
reference
7

Note. The N for interview participants = 11.
The analysis of one observation revealed the specific theme of mindfulness during
the coaching meeting held between the administrator and coach. The 45-minute
observation revealed three findings regarding mindfulness within inquiry and
questioning:
•

The coach not only posed questions based on the needs of the coachee but also
rephrased questions when they became aware that the question was helping the
coachee to process the situation.

•

The coach provided questions at an appropriate time based on the coachee’s
needs.

•

The coach and coachee spent the first 5-7 minutes discussing how they were
doing and catching up on personal matters. This revealed that the coach was
mindful of the coachee, demonstrating a compassionate, caring, and positive
relationship between the coach and coachee.

Feedback
RQ 1 asked: What characteristics of coaching do secondary principals perceive
support effective leadership at school sites? Participants identified feedback as mostly
essential coaching characteristic among the four pre-established characteristics. Likewise,
when the participants were asked specifically if they believed that feedback is an
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essential characteristic of coaching, nine participants stated yes (82%). One participant
was unsure and the remaining participant stated that they did not feel it was essential
based on their experience. Figure 13 highlights the participants’ responses. Additionally,
after being asked this question, the participants shared additional information regarding
the importance of feedback.

Participants' Belief that Feedback is an
Essential Characteristic of Coaching
No
9%

Unsure
9%

Yes
82%

Yes

No

Unsure

Figure 13. Participants’ belief that feedback is an essential characteristic of coaching.
The participants provided crucial data shown in Figure 14 that represents the
themes and frequencies that emerged from the interview transcripts and other data based
on the characteristic of feedback that supports effective school site leadership. This figure
includes the percentage of participants who mentioned each theme, as well as the
frequency count of the responses received.
Four themes appeared from the data coding process for feedback. These themes
were referenced 19 times by the participants, accounting for 52% of the coded data. All
of the coded themes had more than 27% of the respondents with a frequency rate of 27%
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or higher based on the number of respondents. Table 10 presents the themes and
frequencies that emerged from an analysis of the interview and data transcripts.

Feedback Themes
6

6

5
4

4

4
3

3
2
1
0
RELATIONSHIP

COMMUNICATION

REFLECTION

CONSISTENCY

Feedback Themes

Figure 14. The emerging themes of feedback and the number of times participants
mentioned each sub-theme.
Table 10
Feedback Themes

Theme/pattern
Relationship
Communication
Reflection
Consistency

Number of
respondents
6
4
4
3

%
based
on N
54.5
36.3
36.3
27

Interview
sources
4
4
2
3

Observation
sources
2
2
2
0

Artifact
Sources
0
0
0
0

Frequency
of
Reference
6
6
4
3

Note. N for interview participants = 11.
The main findings indicated that feedback must include a relationship with the
coach that is consistent, is communicative, and causes the participant to reflect. Finally,
the participants reported that in order for the feedback to be meaningful, they had to have
a relationship with the coach. The participants are looking for authentic feedback that is a
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result of a trusting relationship. For example, Participant D stated, “It really depends on
the person and it depends on the nature of the coaching relationship…relational trust is
important before I can start giving feedback.” Moreover, Participant C said, “So, a lot of
people say they want feedback, but they don’t. But someone who can really deliver it in a
meaningful and authentic way is super important.” Likewise, Participant H stated, “I need
somebody that I trust that I know has my best interest in heart to give me feedback, and,
um, and that’s different than just receiving feedback in and of itself.” Finally, Participant
H said,
I think it teaches us what we need to be cognizant of when we’re giving
constructive feedback. It’s good for us to grow as leaders, but I also think it’s
useful as a modeling technique, um, when we’re working with our staff.
Feedback is a powerful tool when utilized correctly. Tschannen-Moran (2018) asserted,
“When educational leaders know that their coaches see positive value in what they are
doing and how they are interacting with people, however fledgling their efforts, all
manner of thing become possible” (p. 112). Finally, participants are seeking specific
feedback from their coaches, not merely compliments (Tschannen-Moran, 2018).
Listening
The fourth characteristic within the theoretical framework was listening and also
addressed RQ 1 regarding which characteristics of coaching secondary principals
perceive support effective leadership at school sites. All participants interviewed were
asked if listening between them and their coach helped them become more effective
leaders. As shown in Figure 15, nine participants stated yes and two participants were
unsure.
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Participant E, who was unsure, stated,
I don’t know if it’s helped me be a better leader but it gave me a place to vent.
Because you need a safe space to be honest with where you are and how you’re
feeling and I think the listening component facilitated that.

Participants' Belief That the Listening
Characteristic Helped Them Become A
Better Leader
18%

82%

Yes

Unsure

Figure 15. Participants’ belief that the listening characteristic from the coach helped them
become a better leader.
Furthermore, listening requires the coach to process the words and information
the coachee has shared. Additionally, the listening process requires the coach’s
understanding of what and how the coachee is communicating, necessitating that they
reflect on the discussion and create questions internally. One theme that emerged from
the data coding process for inquiry and questioning was reflective questioning, which
was referenced six times by four participants. The participants felt that that when their
coach was listening, he/she was also asking reflective questions. If the coach was not
listening, then he/she was not posing reflective questions. The coded themes had more
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than 36% of the respondents, with a frequency rate of 36% or higher based on the number
of respondents. Table 11 identifies the listening themes that emerged based on the data.
Table 11
Listening Themes
%
Frequency
Number of based Interview Observation Artifact
of
respondents on N sources
sources
Sources reference

Theme/pattern
Reflective
4
36.6
6
Questioning
Note. The N for interview participants = 11.

0

0

6

Participants J stated,
We tend to do is kind of, we’re- we’re fixers too, right? So, we want to get quick
to the problem and fix the problem. And sometimes I think we miss the boat when
we don’t listen, right? And that’s where I think the inquiry approach comes in to
ensure that you are asking the right questions in order to pull out information.
Listening allows participants to feel heard and understood. Moreover, Tschannen-Moran
(2018) ascertained that when the coach is interested and employs inquiry during the
process by not telling the coachee what to do but instead by asking questions, it supports
the listening.
Responses to Interview Question 2: What do secondary principals recommend
for improving coaching that supports effective leadership at school sites? All participants
interviewed were asked for their coaching recommendations as shown in Table 12.
The 11 participants provided 21 total recommendations. The following
recommendations were mentioned twice by two different participants: access to the
coach, embrace coaching, be consistent, and build relationships. For example, Participant
C and Participant F recommended that there be consistency in the coaching, Participant A
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and G recommended access to the coach, Participants A and H stated that coaching needs
to be embraced, and Participants C and I recommended the need to build relationships.
The provided recommendations had an overall 17 recommendations; the variance in
recommendations created a lack of a frequency threshold based on the lived experience
of each participant, the situation and context of the high school where they were leaders,
and the coaching they received.
Table 12
High School Participant Coaching Recommendations

Access to the Coach
Embrace Coaching
Allow for Time
A Trustworthy Coach
Identify What Administrator Needs
Coaching
Consistency
Supportive Coaching
Build Relationships
Coachee’s need to know how to build
structures and roles in organization
One on One Check in
Coach Discusses How to Maneuver in the
Position
Communicate The Purpose of The Coach
Provide Coach at Beginning of Year
Coach Needs to Be The Right Fit
Clear Expectations of Having a Coach
Onboarding The Coach
Coach Follow Through

A
X
X

B

C

D

E

F

G
X

H

I

J

K

X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X

Key Findings
This qualitative phenomenological research study involved a data collection
process with semi-structured interviews, observations, and artifacts. The data were coded
for themes, each of which was assessed closely in connection to predetermined criteria.
Key findings were determined to be those that were referenced by 18% or more of all
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participants and represented 10% or more of the data coded with respect to the four
essential characteristics of coaching within the theoretical framework.
Trusting Relationship
1. A trusting relationship was also identified by 100% of the participants as being an
important characteristic of coaching.
2. The personal growth theme was identified four times across 11 interviews,
indicating that 36% of the participants felt that personal growth was essential
within the trusting relationship.
Inquiry and Questioning
1. All interviewed participants (100%) stated that inquiry and questioning between
them and their coach is an important characteristic in their coaching.
2. The mindfulness theme of questioning was referenced was referenced seven times
by the participants, accounting for 19.4% of the coded data. The coded theme had
more than 36% of the participants’ response with a frequency rate of 36% or
higher based on the number of respondents.
Feedback
1. Feedback was also identified by 82% (nine) of the participants as an essential
characteristic of coaching. Nine percent (one participant) were unsure and 9%
(one participant) disagreed with this statement.
2. Twenty-seven percent of the participants identified the consistency theme as an
essential theme within the coaching characteristic of feedback. This was a
recurring theme because it had connections to multiple elements.

112

3. The relationship theme yielded the highest number of references for feedback and
represented 54% of the participants. This was a recurring theme because it had
connections to multiple characteristics.
4. The communication theme was identified four times across 11 interviews,
resulting in 36% of the participants identifying it as important.
5. The reflection theme tied for second place with the communication theme and
was also identified four times across 11 interviews or by 36% of the participants.
Listening
1. Listening was also identified by 82% (nine) of the participants listening between
them and their coach helped them become a more effective leader, whereas 18%
(2) were unsure.
2. The reflective questioning theme was referenced six times by four participants.
The coded themes had more than 36.3% of the respondents with a frequency rate
of 36% or higher based on the number of respondents.
High School Principals’ Recommendations for Coaching Improvement
The participants provided 17 recommendations; four of the recommendations
were suggested twice, equaling 21 total suggestions. No frequency threshold was met
because the recommendations varied significantly based on the participants’ experience
in the coaching process.
Triangulation
The interview data was triangulated with two observations and 21 artifacts. Due
to COVID-19 and confidentiality concerns, the researcher was only able to schedule two
coaching observations. These observations involved the coachee and the coach working
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on staff culture. The researcher collected 21 artifacts in order to identify the coaching
characteristics that the high school principals perceived as supporting their leadership
growth. The artifacts demonstrated aspects of the site leadership skills the high school
principal was learning or demonstrated.
•

Staff Meeting Agenda- 1 on culture

•

Staff Meeting Agenda- 2 on culture

•

Staff Meeting Agenda- 3 on instructional practices

•

Staff Meeting Agenda- 4 on instructional practices

•

Leadership Conference Agenda and Objective- Part 1

•

Leadership Conference Agenda and Objective- Part 2

•

Leadership Conference Agenda and Objective- Part 3

•

Leadership Conference Agenda and Objective- Part 4

•

Problem of Practice document

•

Leadership Question Slide

•

Email- School Visitations

•

Staff Meeting Slide that identified the PDSA Cycle- Plan, Do, Study and Act

•

Email with discussion regarding union

•

Article utilized for site discussion regarding instructional practices

•

Article regarding data

•

Principal email to staff

•

Principal email to staff

•

Principal email to staff

•

Presentation to stakeholders
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•

Social Emotional Documents for Staff Meeting

•

Leadership Meeting with Principals

However, based on the artifacts the participants provided, the researcher was
unable to identify specific coaching characteristics. The artifacts identified that the
participants were utilizing the coaching sessions to try new strategies with their staff,
support difficult conversations, and learn new practices to implement as leaders.
Although there is not a direct correlation to the characteristics of coaching again, the
artifacts provided were aligned with self-identified leadership goals. For example, one
artifact provided by Participant B identified an agenda created for a meeting that was
being held to discuss union concerns. This was a growth area for the participant because
they had been working on relationships with the staff and union. Once the artifacts were
gathered and analyzed, the researcher created Table 13 to identify the frequency of the 21
artifacts and 11 interviews in relation to the study’s themes.
Table 13
Themes, Artifacts, Interview Sources, and Observations
Theme/pattern
Mindfulness of
Questioning
Relationship
Reflective
Questioning
Communication
Personal Growth
Reflection
Consistency

Number of
respondents Artifacts
4
0
6
0
4
0
4
0

4
4
3

1
0
0

Interview
sources
6
4
6
4

Observation
sources
1
2
0
2

Frequency
of Reference
7
6
6
6

2
4
3

2
0
0

5
4
3

Although the artifacts did not affect the frequency rate to a high degree, they
provided valuable information regarding the participants’ leadership development.
Additionally, Participant A provided an artifact that identified a workshop they attended
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via the coach that was focused on empowering site leaders to work with their staff to
implement and improve instructional practices. This artifact identified that the participant
had personally grown. After the researcher analyzed the data and identified the frequency
rate of the artifacts and interviews, Table 13 was used to analyze and triangulate the data
to identify the final frequency of reference. This data included interviews, artifacts, and
observations.
Summary
This chapter focused on the data and findings regarding the main research
question used in this study. Secondary administrators identified the most relevant
characteristics of listening, inquiry and questions, feedback, and a trusting relationship
that support their leadership effectiveness. Additionally, within the data, themes emerged
within each coaching characteristic: personal growth, communication, reflective
questioning, and mindfulness.
Chapter V presents unexpected findings, conclusions, implications for action,
recommendations for further research, closing remarks, and a reflection.
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CHAPTER V: FINDINGS, CONCLUSIONS, IMPLICATIONS, AND
RECOMMENDATIONS
Summary
Chapter V summarizes the research study and restates the purpose statement,
research questions, methodology, population, and sample information. Additionally, this
chapter catalogs the key findings as well as conclusions drawn from those findings. The
theoretical framework combined characteristics of the four coaching models that
identified and focused on four specific coaching characteristics: listening,
inquiry/questions, feedback, and building a trusting relationship. These coaching
characteristics were then researched to identify from the perspective of high school
principals what essential characteristics they perceived supported them in being effective
leaders. Furthermore, Chapter V describes implications for action and recommendations
for additional research related to this topic. At the conclusion of the chapter, the
researcher shares final observations and reflections.
Purpose Statement
The purpose of this phenomenological study was to understand and describe the
essential characteristics of coaching that secondary principals perceive to support
effective leadership at school sites. An additional purpose of this study was to determine
what strategies secondary principals recommend for improving the coaching that supports
effective leadership at school sites. This chapter then provides a thorough analysis of all
the qualitative data that was compiled. This data included: participant interviews, review
of artifacts, and observations. Key findings are provided at the conclusion of this chapter.
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Research Question
What do secondary principals perceive are the essential characteristics of
coaching that supports effective school site leadership?
Research Sub-Questions
1. What characteristics of coaching do secondary principals perceive support
effective leadership at school sites?
2. What do secondary principals recommend for improving coaching that
supports effective leadership at school sites?
Methodology
A qualitative approach was chosen because the research questions in this study
sought to explore high school administrators’ lived experiences. Likewise, this study
examined how human beings make sense of their experience and transform experience
into consciousness, both individually and as a group. Ultimately, the researcher sought to
determine why secondary administrators perceive they are successful in site leadership
because of a coach’s use of particular strategies (Newhart & Patten, 2018). In turn, the
data created the reality of the study based on the participants’ information and can be
implemented to assist and support multiple educational organizations and districts when
developing or updating high school administrative coaching programs. Furthermore,
these implementations will facilitate the development of high school principals’
leadership at the school site. Finally, the researcher focused on identifying and collecting
detailed and precise descriptions, experiences, and firsthand accounts during the research
to provide an accurate understanding of the lived experiences of the 11 participating
coachees in this qualitative study.
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A review of the literature showed that there was little information available
relating to secondary site administrators and the impact of the coaching they receive. In
addition, Lackritz (2006) suggested that a deeper study was needed to identify the
different models of coaching and how those models are utilized. Similarly, prior research
also showed an absence of information regarding the impact of coaching outside of
administrators clearing their administrative credential. Finally, a deeper dive into specific
types of coaching models, topics needing to be addressed in coaching, and the length of
the coach’s experience were all areas where prior research was lacking specificity.
McMillan and Schumacher (2014) described qualitative data analysis in terms of
the way the researcher organizes the data into categories and classifies them into patterns
and relationships within those categories. This process was utilized throughout the data
analysis to ensure validity and accuracy due to the high volume of information gathered.
All the information was collected and uploaded onto the researcher’s computer, and the
files for each participant were categorized into three additional folders: All Observations,
All Artifacts, and All Interviews. A third-party transcription service was utilized to
transcribe the interviews when needed.
The data was then coded to identify themes from the interviews, artifacts, and
observations as well as to create frequency tables of those themes. The convergence of
the data revealed patterns within the specific characteristics secondary administrators
identified their coaches using in coaching sessions to improve their leadership. The
responses to interview questions identified these characteristics, and the artifacts from
staff meetings, agendas, PowerPoint presentations, and workshops and observations
allowed for triangulation. The data was then analyzed and categorized according to
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themes. Furthermore, frequency tables were created using a ranking system that
identified the top themes of the coaching characteristics that the site principals named.
Likewise, the frequency table was used to identify the most frequently mentioned themes
in descending order. Once the triangulation had been completed and the themes emerged,
the data was checked for accuracy and themes.
Population
The population of the study included administrators throughout the state of
California. At the time of the study, the administrative population in the State of
California was approximately 21,000. Moreover, at the time of the study, there were
1,322 high school principal administrators and 596 high school charter principals in
California (CDE, 2020). Finally, it is important to note that the population was selected
based on the participants’ ability to meet the criteria and the use of their lived experiences
to identify the results of the research (McMillan & Schumacher, 2014).
Study Sample
The target population for this research study was secondary site administrators
who serve at public high schools (grades nine through 12) who received coaching and
had been coached previously for a minimum of 1 year. Specifically, this study’s target
study population was secondary principals throughout California within three specific
counties within Southern California: San Diego, San Bernardino, and Riverside County.
The sample size of 11 secondary administrators was chosen based on the purpose
of the study, the research problem, the strategy utilized to collect data, and the guidelines
provided by University of Massachusetts Global. The researcher identified and utilized
specific procedures for sampling that included purposeful, nonprobability, and snowball
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sampling. The participants in this research study were chosen carefully based on their
ease of access to the researcher as a result of being high school principals in the
geographic location of San Diego, San Bernardino, or Riverside Counties.
Purposeful sampling was utilized to align case selection deliberately with the
inquiry’s purpose, primary questions, and data being collected. Moreover, because the
purpose of the study was to understand and describe the essential characteristics of
coaching practices that secondary principals perceive to support effective leadership at
school sites and to determine what coaching practices secondary principals recommended
should be implemented to support effective leadership at school sites, the sample size was
deemed appropriate in order to make meaningful comparisons and develop and test the
researcher’s explanations (Patton, 2015).
Specific criteria for participation were established, and within this sample, all
participants:
•

Were located within Southern California, i.e., San Diego, San Bernardino, or
Riverside County.

•

Had 3-5 years of experience at a secondary site as the principal.

•

Had to hold a valid and current clear administrative credential as per the CTC.

•

Were currently the site administrator at a secondary site with 50-3,000
students.

•

Had been coached as a high school principal within the last three years for a
minimum of a year.

•

Had not been assigned a coach due to either formal or informal discipline.
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Finally, the researcher ensured a balance of 11 participants that reflected gender diversity
from all three counties represented in the data.
Major Findings
The objective of this study was to identify and describe what secondary principals
perceive are the essential characteristics of coaching that support effective school site
leadership. The major findings presented in this chapter reflect the Data Analysis by
Participants and Common Themes presented in Chapter IV and are aligned with the
Literature Review in Chapter II. The following nine major findings and explanations of
each are organized by the Research Questions; major findings 1-4 are in response to
Research Question 1 whereas major findings 5-11 are in response to Sub-Research
Question 1. Sub-Research Question 2 is addressed in the recommendations.
Research Question 1: Major Findings
From 11 interviews, two observations, and 21 collected artifacts, the researcher
identified six major findings that were synthesized in relationship to Research Question
1, which asked: What do secondary principals perceive are the essential characteristics
of coaching that supports effective school site leadership? Moreover, major finding 1
addresses sub-research question 1.
Major finding 1. In order for the principal to feel supported and benefit
authentically from coaching, the coach must establish a trusting relationship. This
trusting relationship allows the high school principal to be vulnerable and transparent
enough with their coach to allow for growth and improvement in their leadership
capacity. Bloom et al. (2005) discussed the importance of building relationships within
coaching. This process necessitates that the coach and coachee build trust by

122

demonstrating specific qualities: sincerity, reliability, and competence. Additionally,
Bloom et al. stated that leadership coaching requires that the coach work intentionally to
build rapport. All participants interviewed (100%) stated that a trusting relationship
between them and their coach is an important characteristic in their coaching. The trust
relationship was the gatekeeper in the coaching process, and if the coachee did not have a
trusting relationship, the process of coaching was not beneficial or authentic. Participant
G stated, “Because if you don’t trust the person that’s trying to coach you, then you’re
not going to benefit from it.” Additionally, Participant J stated,
What really gets it down to the support you need is how do I work with my
district office? How do I work with other administrators, right? How do I work
with the support staff that’s been provided to me?...And so you want to make sure
that you have that trusting relationship, because that’s another dynamic that
people don’t always consider. And it can make or break you in your career. And
so you want to make sure that you have an open, trusting relationship.
Major finding 2. The second major finding identified that authentic meaningful
feedback must be provided to the coachee consistently to ensure the high school principal
reflects and grows in their leadership capacity. Eighty-two percent (9) of the participants
identified this factor as being essential in developing their leadership, 9% (1) were
unsure, and 9% (1) disagreed with this statement. However, when the participants were
asked specifically if they believed that feedback is an essential characteristic of coaching,
nine participants (82%) stated yes. One participant was unsure, and the remaining
participant stated that they did not feel it was essential based on their experience. The
participant who was unsure if feedback was essential stated this because they did not
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receive feedback in their coaching. Additionally Participant H, who stated no, clarified by
saying,
Well, I’m going to put a caveat because I think feedback is only effective in a
couple contexts, um, because feedback for feedback’s sake is not productive,
especially for me. So, I need somebody that I trust that I know has my best
interest in heart to give me feedback, and that’s different than just receiving
feedback in and of itself. I do not believe feedback in and of itself is beneficial,
uh, because if I feel like someone’s giving me feedback because they have to.
Furthermore, participants articulated that without the relationship with their coach,
feedback is not received and heard. As Participant A stated:
Feedback with somebody that you have a long-standing relationship within the
coaching, they know you. She knows how to give me feedback that is going to be
number one, well accepted. Because it’s thoughtful, and it’s in a way that I like to
receive feedback.
When the participant has an established relationship with their coach, the coachee
in turn believes that the coach has a genuine desire to help him/her develop (Bloom et al.,
2005; Tschannen-Moran, 2018). This genuine desire to help the coachee develop allows
the coachee to also feel confident in their ability to either go through the process or get
the support they need in a timely matter. Moreover, according to Tschannen-Moran
(2014), consistency implies that the coachee can rely on the coach to do what they are
supposed to and they do not have to worry about being let down or managing a
challenging situation alone.
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Major finding 3. The third major finding identified is that the high school
principal felt that in order for coaching to be effective, communication must be consistent
and meaningful. The communication theme was identified four times across 11
interviews (36% of the time). The participants identified that communication from their
coach was key during the coaching process. Participants were looking for meaningful and
consistent communication. The majority of participants defined meaningful
communication as the coach being able to ask relevant leadership and reflective
questions. These questions induced opportunities for the principal to think deeply about
their leadership struggles. Downey (2003) explained that when communicating, the coach
and coachee essentially have to initiate a conversation that often begins with a question,
after which the coach listens carefully to the coachee’s response. For example, during the
observations conducted, the coach took the time to communicate consistently with the
coachee and provide a time to schedule and identify next steps in the future sessions.
Likewise, consistent communication was identified as routine follow-up, homework, and
next steps discussed with the high school principal that directly related to the principal’s
work. For example, Participant F stated,
But, uh, I just feel that consistency is key…Maybe ‘cause it was COVID, or
maybe ‘cause it was, an off year. But, consistency, I’d say is key, and I think
anything with consistency when it comes to coaching makes it feel like, “Okay,
this is something that I have to commit to.”
Major finding 4. The fourth major finding identified is that the high school
principal believed that purposeful questioning prompted the principal to reflect, improve,
and implement accordingly and allowed their leadership to grow. All participants (100%)
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interviewed stated that inquiry and questioning between them and their coach was an
important characteristic in their coaching because it caused the coachee to think about the
situation and process next steps based on the type of question asked.
The use of mindful and reflective questioning revealed that the power of questions
was a deep topic and participants saw and knew the value and strength of questions.
However, the participants were also aware that when their coach posed questions, they
needed to be very mindful of the context. For example, Participant D stated, “I think you
have to be incredibly mindful. Timing is huge. Questions are super important, but
watching a little bit of on the end of the personal realm, the why.”
Major finding 5. The fifth major finding identified is that the high school
principal believed when the coach listened and understood them, they were able to
reflect, improve, and implement new strategies and ideas accordingly, enabling their
leadership to expand. Listening was referenced by 82% (nine) of the participants believed
listening between them and their coach helped them become more effective leaders when
they felt heard and understood. Moreover, Tschannen-Moran (2018) ascertained that
when the coach is interested and employs inquiry during the process not by telling the
coachee what to do but instead by asking questions, it supports listening. Listening is a
complex characteristic in coaching that requires the coach to process the words and
information the coachee has shared. For example, Participant K felt that “listening allows
participants to feel heard and understood.”
Major finding 6. A sixth finding identified was that coaching provided to the
high school principal must result in the development of the coachee’s personal growth in
leadership to support their effectiveness at the school site. The personal growth theme
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was identified four times across 11 interviews, indicating that 36% of the participants felt
personal growth was essential within the trusting relationship. This finding revealed that
a trusting relationship included the participants believing that accomplishing or
articulating the importance of personal growth throughout the coaching process was tied
directly to the relationship. For example, Participant A said, “With a coach, you’re
willing to be completely vulnerable with what you don’t know in a system that expects
you to know and do everything.” Additionally, Participant B stated, “Yes, because I
could- I couldn’t have grown my practice with all the issues that I was having. Or, and
still have. Um, without that trust.” Again, the articulation of personal growth was
essential to 36% of the participants with respect to the characteristic of a trusting
relationship.
Unexpected Findings
As a result of this study, the researcher discovered two unexpected findings. The
unexpected findings reflect the data analysis in Chapter IV and are supported by the
literature review in Chapter II.
Unexpected Finding 1
RQ 1 posed the question: What do secondary principals recommend for
improving coaching that supports effective leadership at school sites? When the
administrators were asked in general what characteristics they need from their coach,
36% felt that they needed to show empathy. When looking at coaching processes, this
characteristic did not rise to the threshold of essential characteristics. However, with the
ever-expanding responsibilities of administrators and the added responsibility of
managing a pandemic, empathy is becoming a more prevalent need for coachees.
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Empathy is utilized to help people be more cooperative and open to change (TschannenMoran, 2018). According to Tschannen-Moran (2018), “Coachees need to feel
understood appreciated and accepted in order to release their energy and channel it in
creative directions” (p. 12). For example, Participant I stated,
Sometimes the system tends to see people who fit a certain criteria. And I don’t
mean necessarily ethnically, but sometimes even in terms of experience or
training. And so I think when we give everybody a chance to be heard when we,
um, acknowledge and begin to try to understand context or empathize, and then
when we’re able to appreciate and help to begin to think about how might this
look.”
Coachees need to be seen, heard, and understood in the coaching process, and empathy
appears to be crucial to the coaching being successful.
Unexpected Finding 2
RQ 2 asked, What do secondary principals recommend for improving coaching
that supports effective leadership at school sites? The administrators stated that they
found value in the coaching; however, 54% felt that their coach needed to be someone
who had actually been a high school principal. The role of a high school principal has
been evolving consistently over the last 20 years. A 2021 report by Grissom et al.
identified seven clear ways the educational policy environment has changed. These
changes and new foci address varying topics, including: a focus on engagement with
instruction, racial and ethnic exclusionary discipline practices, the spread of public and
private school choice options, evaluations and heightened attention to equity as a standalone policy, and professional goals. These ever-changing situations in education have

128

expanded the perception of what the principal’s role requires. Additionally, public school
principals are less experienced, with 50% of current principals having 5 or less years of
experience (Grissom et al., 2021). For example, Participant K stated,
I think it helps tremendously if you have done administration at the high school
level, but I’m going to go a step further and say if you’ve been a principal at the
high school level, you know, the role of assistant principal to principal is
extremely different. Assistant principals may not agree with that but it’s very true.
So having that experience, so you don’t feel like you have to create just a
foundation of understanding and context constantly when you’re working with a
coaching partner, I think is important.
The participants felt it was important for the coach to have the same background in the
position of a high school principal because the coach then understood what the principal
was going through and understood the scenarios they were addressing.
Conclusions
The researcher identified multiple conclusions based on the results of this
research study, which reflect both the anticipated findings and unexpected findings.
Likewise, the conclusions further address research sub-question 2. Moreover, the
conclusions are also backed by the literature and grounded in the essential characteristics
of coaching based on the theoretical framework and from the lived experience of the high
school principals. The conclusions describe what secondary principals perceive are the
essential characteristics of coaching that support effective school site leadership.
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Conclusion 1
Coaching organizations must teach coaches how to build rapport and trusting
relationships as an initial characteristic to be mastered in supporting principals in the
leadership coaching process. Based on the findings of the literature and research, it is
concluded that a trusting relationship is the most essential characteristic of coaching high
school principals. Likewise, Kimsey-House et al. (2011) identified that building a trusting
relationship takes time and the coach consistently doing small things such as being
reliable and punctual for sessions. Additionally, when high trust connections are created
and sustained it allows the coachee to feel safe and open to trying new things (KimseyHouse, 2011). Within a trusting relationship, high school principals voiced that empathy
as well as being heard and understood were crucial. Moreover, all high school
administrators who participated in the study emphasized the importance of a trusting
relationship. The majority of these leaders discussed that not only was a trusting
relationship essential to the coaching but it was also crucial to their personal growth.
Personal growth in turn is correlated with their leadership development. Moreover, when
the trusting relationship is not developed or authentic, it affects the coachee. For example,
Participant K stated,
I have noticed just the difference, and not only my trust with this person, because
that’s still being established, but I really have to do, a reality check with myself
because even my level of trust with district communication, I feel has been
impacted because I don’t have that same level of rapport with the new coach that I
had with the previous coach.
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Participant M also stated, “A trusted relationship takes time to develop, and it’s really
hard because you have to have the discipline to go slow.” High school principals are in
need of a safe coaching space where they know that what they say will remain between
the two individuals, and that the coach has their best interest at heart. When the site
principals do not believe the coach has their best interest in mind or the information is
going to be taken back to the district office and utilized in an evaluating manner, the
relationship never develops beyond a superficial level, and deep learning and reflecting
do not occur.
Conclusion 2
When districts employ a coaching organization, they need to identify a scheduling
cycle of coaching expectations so communication between coach and coachee is
consistent and routine. Within feedback, high school principals voiced that the
relationship, consistency, communication, and reflection were key components of the
feedback coaches provided. According to Bloom et al. (2005), coaches need to have
coachees articulate their goal, as well as the type and purpose of the feedback they wish
to hear. The articulation of expectations allows the coach to align the feedback to the
needs of the coachee and the school (Bloom et al., 2005). High school principals believe
that in order for feedback to be meaningful and of value in supporting their leadership,
they need consistency from their coach in terms of the support and communication they
provide. For example, Participant E articulated,
I never really had a consistent coach. There wasn’t the cycles of learning
(coaching process utilized) that we went together. It was more of a check in, let’s
do some quick questions, and then I won’t see my coach for a few weeks, or a
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month, and then we’re back and then it’s just, “Where are you here?” Not, “Let’s
talk about what this process looked like.” And they weren’t there, like to execute
anything with me or to be my partner in that. To say, “Okay let me give you some
feedback or while we were going through this.”
Moreover, the relationship has to be established in order for the feedback to be
meaningful. According to Bloom et al. (2005), “In a powerful coaching relationship, trust
and rapport feed one another and create a space where tough issues can be addressed and
where significant growth can occur” (p. 29). If the coachee and coach do not have a
trusting relationship, the coachee will not receive meaningful feedback. For example,
Participant I stated, “I think it would be, it really depends on the person and it depends on
the nature of the coaching relationship. You know, relational trust is important before I
can start giving feedback.” When these needs are not met, the high school principals
become disenfranchised with the process. However, when the coachee felt that they had a
positive relationship with their coach and that their coach was consistent and
communicative, the coachee felt that they grew as a leader in their practice and
knowledge.
Conclusion 3
Coaching firms must hire individuals of varying background and experience who
have done the actual job in which they are being asked to coach the administrator. When
coaching firms hire individuals to be coaches, they must be purposeful in who they are
hiring, why they are hiring those individuals, and how those individuals will meet the
needs of their clientele. The hiring process must be revisited bi-yearly, because the needs
of administrators are ever changing. These changes are especially evident given the
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current climate of COVID-19. Moreover, for coaching to be positive, meaningful, and
focused on the leadership growth of the coachee, ensuring that the right coach is placed
with the right coachee is a key first step in the process. Participant G stated,
I think we need to be more intentional about who the coaches are… I think
coaches do not need to be assigned coaches, just like we want for students to have
voice and choice, I think the person that’s going to be coached should have a
variety of different coaches to choose from.
Education is constantly evolving, increasingly becoming a political topic in
America. Coaching high school principals must be an intentional strategy and support
that is provided to administrators to grow their leadership capacity. According to
Tschannen-Moran (2018), “Leadership coaching is individualized job-embedded
professional development” (p. 3). Likewise, Tshcannen-Moran (2018) stated,
“Leadership coaching can be a powerful intervention. At, its best, coaching enables
people not only to make incremental improvements in technique but also to make
quantum leaps forward in their ways of working and being in the world” (p. 3). If the
focus is in fact on supporting the administrator, then providing coaches that meet the
participants’ individualized needs will enhance the coachees’ leadership growth. In turn,
the leadership growth of the high school principal will in turn affect the climate and
culture of the school site they serve.
Conclusion 4
Coaching firms and school districts must hire empathic and emotionally
intelligent coaches who will meet the coachee’s needs. When high school principals feel
heard and understood, they are more receptive to the coaching process and are more
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likely to reflect, grow, and improve as people and leaders. For example, Participant K
stated, “Everybody wants to feel acknowledged and heard. And I think people who, enter
the high school principalship in particular, they don’t run away from a challenge.” The
coach’s awareness of what and how the coachee is communicating and interacting
requires the coach to reflect on the conversation and formulate questions that will lead the
coach to then dive into inquiry and questioning with the coachee (Bloom et al., 2005).
Likewise, the process of the coach listening openly without judgment and meeting the
coachee where they are in a human-centered approach is crucial instead of the coach only
seeing a current challenge or opportunity (Kimsey-House et al., 2011). This process
includes the coach identifying the coachee’s emotions, understanding those emotions, and
helping the coachee to manage those emotions, instead of looking at the individual from
merely a this is what needs to be accomplished approach or working solely on outcomes.
Conclusion 5
School districts must ensure confidentiality during the coaching process to ensure
that a trusting relationship develops between the coach and coachee. During the coaching
process, coachees need to know that what they are saying with their coach is confidential
and the conversation will stay between the two of them. For example, Participant F stated
that a trusting relationship had been formed when they knew the conversation was
between just them and the coach, understanding that if the conversation “was off the
record” it was not going to get back to the district office. Additionally, Participant E
stated that building trust must be the first step in the coaching process. Coachees need to
know that the conversation and coaching process are not tied to the formal evaluation
they receive from their district. They must know that the coaching process is separate and
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sacred in order to ensure the coachee’s needs are met and that the process is safe. A solid
foundation of trust must exist in the relationship if the coaching is to be productive and
rewarding (Tschannen-Moran, 2018). Coachees intrinsically understand that if they have
a trusting relationship with their coach, information will not be divulged to their district
office and utilized in a punitive manner.
Implications for Action
The aforementioned conclusions offer evidence that the high school principals
who contributed to this study provided insightful feedback, suggestions, and transparency
regarding their needs from their coach to in turn provide vital leadership within their
school site. Moreover, coaching and leadership development continue to be of the highest
need due to unparalleled challenges high school principals face, including the coronavirus
pandemic, financial constraints, student achievement, and the overall political landscape.
In the following sections, the researcher includes implications for action derived from the
conclusions of this research study. The three implications for action are adapted from the
findings and the literature review in this study.
Implication 1
Due to the ever-shifting landscape of education and growing responsibilities, high
school principals need coaches and every school district must identify the resources to
hire coaching firms that have the characteristics to assist and support leadership growth.
Secondary site administrators need to know that their coach is providing confidential
holistic coaching that allows space for high school principals’ leadership growth. High
school principals face many obstacles and are responsible for a multitude of matters. For
example, Participant J, stated:
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When you go in [as a high school principal], especially today, considering the
political landscape that we’re in, the division that our country is facing, the lack of
respect right now that administrators feel from their community, from their board,
it is a very emotional position right now. And we can’t just talk about the
professional responsibilities. We also have to talk about how do I handle myself?
In- in these positions. And that wasn’t necessarily a need 10 years ago.
School districts must prioritize the funding to provide the necessary coaching to
their administrators. Likewise, school district cabinet members must work collaboratively
at the beginning of each fiscal year to identify the cost, level of support needed, and
purpose of the coaching. Doing so will offer them the information needed to be able to
properly identify the firm that would work well with their district’s mission and vision,
and most importantly the needs of their high school principals. Additionally, school
districts should look into the services provided at county offices of education if hiring
firms are out of the budget. Often, county offices are more than willing to help districts
and administrators but do not always understand their needs. The better relationship
districts have with these organizations, the more likely they will be to identify and
receive the supports they need. Specifically, districts can reach out to county office
human resource, curriculum, and or leadership divisions within the organization. Finally,
when coaches are employed, their ability to in turn utilize those key coaching
characteristics and themes allows for open, honest, and candid conversations, enabling
the coachee to reflect, gain understanding in their practice in a supportive and authentic
manner, and grow their leadership.
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Implication 2
To ensure efficacy in the coaching process, school districts must hire coaching
firms that have a positive reputation for providing the characteristics and themes
mentioned in this study that will safeguard leadership growth for their administrators.
The coaching process and characteristics utilized can make or break the entire purpose of
coaching high school principals. When the coachee does not receive specific coaching
characteristics from their coach, it destroys the ability for growth and leadership to
blossom. High school principal needs to know that they can rely on their coach to do
what they say they will do and provide the support they need when they require it.
Likewise, the level of responsibilities of the high school principal and expectations to
perform is so great that they do not have time to worry if their coach will be there in their
time of need. Tschannen-Moran (2018) identified coaching at its best as “enabl[ing]
people not only to make incremental improvements in technique but also to make
quantum leaps forward in their ways of working and being in the world” (p. 3). Coachees
want to know that they are partnering with a coach that will help them become the best
leader and individual.
School districts must be purposeful when they seek out coaching firms. As
mentioned previously, school districts must understand what the needs of each high
school principal is and how the coaching firms can assist the individual administrators in
their leadership growth. District office level management must take the time to research
reputable firms via online internet searches, ACSA, or other networking systems to which
the district has access. Moreover, once the district has identified possible firms, they must
take the time to meet with the firms and not only discuss services they provide but also
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take the opportunity to ask pointed questions regarding the characteristics they utilize in
coaching sessions and how the coaches address varying coaching scenarios. Finally,
districts should ask for clarification of how they match coaches with high school
principals. The process of the coaching firm should be purposeful and the firms should be
asking for information about each administrator to properly vet possible coaches.
Implication 3
To ensure leadership development of the coachee, high school principals must
receive coaching that is intentional; moreover, the coach should a certificate or training
in emotional intelligence. Coachees identify that listening is a tough process but
recognize that being mindful of asking the right questions at the right time in the right
way allows the coachee to grow. The high school principal wants to know that their
coaching is not being treated as a task and that the coach is not merely going through
their coaching process checklist. Coachees want to have an open process where they can
be vulnerable in their practice. Furthermore, coaching models are related to learning
theories. These learning theories—including classical conditioning theory, reinforcement
theory, facilitation theory, and ELT—identify the processes of human behavior,
interactions, and reactions to situations and specific stimuli. Moreover, coaches must
understand the coachees’ needs and demonstrate emotional intelligence through selfawareness, self-management, social awareness, and relationship management. Coaches’
ability to manage their emotional intelligence consistently allows them to have awareness
and the ability to understand not only their own emotions but also those of others as well.
This ability allows individuals to navigate and manage their own behavior and
relationships (Bradberry & Greaves, 2009).
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When identifying and vetting a coaching firm as a possible option in supporting
administrators, school districts should inquire not only about the coaching process but
specifically the coaches’ understanding and qualifications regarding emotional
intelligence. Districts should inquire if the coaches are trained in emotional intelligence
and how they have utilized this understanding in coaching sessions. Doing so will allow
the districts to gather the appropriate information to ensure that their administrators
receive the support and coaching they need and deserve.
Recommendations for Further Research
This study explored the lived experience of secondary administrators and the
essential characteristics of coaching models they perceive to support effective leadership.
The researcher humbly recommends the following proposals for future research.
Recommendation 1
A doctoral candidate should replicate this qualitative phenomenological study
(which focused on understanding and describing the essential characteristics of coaching
that secondary principals perceive support effective leadership at school sites) at the
elementary or middle school level.
Recommendation 2
A coaching firm should sponsor a mixed-methods study to include a survey and
interviews with coaches to describe how the essential characteristics of coaching helped
their administrators develop as leaders. This information can be employed to improve the
coaching characteristics that are being utilized, as well as to revise and implement the
additional supports that coachees require.
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Recommendation 3
The Association of California School Administrators (ACSA) or the Association
of Supervision and Curriculum Development (ASCD) should sponsor a
phenomenological study to investigate how veteran site administrators (including
assistant principals) grew as effective leaders based on specific coaching characteristics.
This information will in turn provide valuable coaching information that can be utilized
in training ACSA administrators when coaching other site administrators.
Recommendation 4
A doctoral student should conduct a Delphi study comparing the effectiveness of
the coaching characteristics used by their coaches when coaching site administrators at
the high school level. The information in turn will identify the varying needs, supports,
and revisions required in the coaching process.
Recommendation 5
A doctoral student should conduct a case study that is focused on understanding
and describing the essential characteristics of coaching that site administrators perceive to
support site leadership at the middle or high school level.
Recommendation 6
A coaching firm should sponsor a phenomenological study to investigate how
veteran site administrators (including primary and secondary administrator) grew as
effective leaders based on specific coaching characteristics. This information will provide
valuable coaching information that can be utilized by coaches and coaching firms when
work with site administrators.
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Recommendation 7
A doctoral student should conduct a qualitative phenomenological study that is
focused on the generational needs of site administrators that support their site leadership
at the high school level.
Concluding Remarks and Reflections
High school principals who are receiving coaching want to be listened to, heard,
and understood in an authentic and safe environment. The ability to find this relationship
and develop and reflect consistently is crucial to meeting the coachee’s needs. When the
coachee’s needs are met, they are able to look inward and analyze, reflect, and plan how
they will move ahead positively and more perceptively in their leadership role.
Furthermore, each coachee has different needs based on their experience, skill
set, and personality. However, regardless of these attributes, each administrator requires a
coaching process that is grounded in the creation and development of an authentic,
transparent, and reliable relationship between the two individuals.
Interviewing secondary principals offered a plunge into the amazing, frustrating,
difficult, and hopeful future of high school principals and their needs during the coaching
process. This researcher was inspired by the leaders’ authentically candid journeys and
their willingness to open themselves up courageously to a dialogue about the essential
characteristics of coaching they perceive to support effective leadership at their school
sites.
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APPENDIX B
Research Study Request Letter to County Offices of Education
Learning and Leadership Divisions
Date:

Dear __________,
My name is Bryanna Norton, and I am a Doctoral Candidate at Brandman University’s
Doctor of Education in Organizational Leadership Program. Currently, I am working on
a dissertation titled: Essential characteristics of coaching models that secondary
principals perceive support effective leadership at school sites. I am reaching out to
request your assistance in identifying possible high school principal participants who are
currently receiving coaching for non-disciplinary reasons.
Would you be willing to refer me to potential participants who have been high school
principals for at least three years who are participating in district coaching? Your help
with this research is much appreciated. Thank you for your consideration and I hope to
hear from you soon.
Respectfully,
Bryanna Norton
Doctoral Candidate
Bryanna.Norton@mail.umassglobal.edu

APPENDIX C
Participants’ Letter of Invitation
STUDY: The Essential Characteristics of Coaching Models That Secondary Principals
Perceive Support Effective Leadership at School Sites
Date:
Dear Prospective Study Participant,
I hope this email finds you well. My name is Bryanna Norton and I have served in the
educational field for 17 years. As I pursue my doctoral degree this electronic
communication is an invitation to participate in a qualitative phenomenological study to
investigate the essential characteristics of coaching models that secondary principals
perceive support effective leadership at school sites.
I am the main researcher and a doctoral candidate in the Organizational Leadership
Program at Brandman University. You were identified as a possible participant in this
study because you are or have been a high school principal within the San Diego,
Riverside or Orange County boundary lines, and have received coaching for nondisciplinary reasons within the last three years.
Additionally, you have been referred because you have unique qualifications as an
effective high school principal. This email is my personal invitation to you in the hope
that you would be willing to participate in this study. Your introspection and
participation as a high school principal who currently receives educational coaching will
add to the body of current literature regarding the key coaching characteristics that
support leadership on high school sites. I have contacted your district and have received
permission to conduct this study with high school site administrators such as yourself.
The study includes your involvement in an approximate 60-minute interview via inperson or on Zoom/Teams and an assessment of relevant artifacts. Your participation is
entirely voluntary, and you may withdraw from the study at any time. Confidentiality will
be maintained throughout the process.
PURPOSE: The purpose of this study is twofold. The first is to understand and describe
the essential characteristics of coaching that secondary principals perceive supports
effective leadership at school sites. The secondary purpose of the study is to determine
what secondary principals recommend for improving the coaching that supports effective
leadership at school sites.
PROCEDURES: If you agree to participate in the study, then you may proceed with
completing a short form to confirm your experience (at least three years as a high school
principal, and holds a clear administrative credential), employment (high school site
principal within San Diego, Orange or Riverside County) and eligibility (received at least
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one year of coaching and is currently receiving coaching for non-disciplinary reasons).
Once eligibility is confirmed, the researcher will then contact those interested participants
to schedule an interview.
During the interview, you will be asked a series of questions designed understand your
educational context and how you identify essential characteristics of coaching that
support site your leadership.
With your permission, I will make an audio recording of our conversation and transcribe
it for your review. I will send the transcription to you via confidential email after your
interview for your feedback to make sure that I have accurately captured our
conversation.
RISKS, INCONVENIENCES, AND DISCOMFORTS: There are minimal risks to
your participation in this research study. It may be inconvenient to spend up to one hour
in the interview. However, the interview session will be held in-person or online, over
Zoom/Teams, at an agreed upon time, to minimize this inconvenience.
POTENTIAL BENEFITS: There are no major benefits to you for participation,
however, your input and feedback could help add to the research regarding coaching
high school principals receive. The information from this study is intended to inform
researchers, policymakers, and educators. Additionally, the findings and
recommendations from this study will be made available to all participants.
ANONYMITY: Records of information that you provide for the research study, and
any personal information you provide, will not be linked in any way. It will not be
possible to identify you as the person who provided any specific information for the
study.
You are encouraged to ask questions, to clarify the study. You may contact me at
(760) 415- 1255 or by email at Bryanna.Norton@mail.brandman.edu. You can also
contact my Dissertation Chair Dr. Lisbeth Johnson by email at
ljohnso3@brandman.edu. If you have any further questions or concerns about this
study or your rights as a study participant, you may write or call the Office of the
Executive Vice Chancellor of Academic Affairs, Brandman University, 16355 Laguna
Canyon Road, Irvine, CA 92618, (949) 341-7641.
Respectfully,
Bryanna Norton
Doctoral Candidate
Bryanna.norton@mail.umassglobal.edu
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APPENDIX D
Researcher and Observer Feedback Reflection Questions
Field Test
Conducting interviews is a learned skill set/experience. The researcher and observer
reflected on the interview process used in the field test. Moreover, after completing the
interview and reflecting the interview questions and interview protocol were revised
based on the feedback. The questions below assisted the researcher and field test observer
in their reflections.
1. How long did the interview take? _____ Did the time seem to be appropriate?
2. Going into it, did you feel prepared to conduct the interview? Is there something
you could have done to be better prepared?
3. What parts of the interview went smoothly, and why?
4. What parts of the interview seemed difficult, and why?
5. If you were to modify any component of the interview, what would that portion
be and how would you modify it?
6. What suggestions do you have for improving the overall process?
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APPENDIX E
Individual Interview Protocol
(Researcher Script)
Date/Time:
Place:
Interviewer:
Interviewee:

Good ______ Mr/Mrs/Dr. ________,
As part of my dissertation research for the doctorate degree in Organizational
Leadership at Brandman University in Irvine California, I am interviewing secondary
principals who are currently receiving district coaching. Furthermore, the purpose of the
interview is to learn about your perceptions as a high school principal regarding your
experience as a participant in the district provided coaching program. The interview will
take about 60 minutes to complete and will include twelve questions. I may ask some
follow-up questions, if I need additional clarification based on your responses.
Is this still a good time to complete this interview? (If it is not a good time to continue,
set another time to meet with interviewee).
Any information that is obtained in connection to this study will remain confidential. All
of the data will be reported without reference to an individual or an institution. After I
record and transcribe the data, I will send it to you so that you can check to ensure
that I have captured your thoughts and ideas accurately. This interview will include
some fixed questions, however, I may ask some follow-up questions if I need further
clarification or details. Do you have any questions before we begin?
I want to make this interview as comfortable as possible for you, so at any point during
the interview you can ask that I skip a particular question or discontinue the entire
interview. With your permission, I would like to tape/video record this interview so that I
ensure I capture your thoughts accurately. Thank you.
1. What are the essential characteristics of coaching leaders that you perceive
supports them in becoming effective leaders?
2. Would you please share specific examples of coaching strategies used by the
coach that assisted you in being more effective as a leader? Possible follow-up
question: Would you expand by sharing on the high school site or as a secondary
principal how these essential coaching characteristics supported you as a leader?
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3. Listening is identified as a key characteristic of coaching in the research studies I
have investigated. Has listening behavior by your coach in your coaching sessions
helped you to become a more effective leader? Possible follow-up question:
Would you expand on your response by sharing examples on the high school site
or as a secondary principal how listening behavior from your coach supported you
as a leader?
4. Research identifies inquiry and questions as key characteristic behaviors in
coaching. Do you believe inquiry and questioning are important or essential
characteristic behaviors your coach uses with you when they coach you?
5. How has your coach used inquiry or asking questions to support you in becoming
a more effective leader? Possible follow-up question: Can you think of specific
examples that demonstrate how inquiry or asking questions in coaching assisted
you in becoming a more effective leader? As a secondary principal?
6. Feedback is viewed as an essential characteristic in coaching in various research
studies. Do you believe feedback is an important characteristic you’ve
experienced in your coaching sessions? How has feedback from your coach
supported your effectiveness as a leader? Possible follow-up question: Can you
think of a specific example that demonstrated how feedback in coaching
supported your growth as a leader?
7. Building a trustworthy relationship is identified in current research as being a
crucial characteristic in coaching. Do you believe a trustworthy relationship
between you and your coach is an important characteristic in your coaching?
Possible follow-up question: Can you think of a specific example that
demonstrates how building a trustworthy relationship between you and your
coach also helped you to grow as an effective leader?
8. Has your effectiveness as a leader changed over time as a result of the coaching
process you have (are) involved in? Possible follow-up question: Can you
provide a specific example of a change in your leadership that resulted over time
from your coaching experiences?
9. As a secondary principal who is currently receiving coaching, what essential
characteristics of coaching would you recommend are necessary as ways to
improve the coaching process to assist secondary principals to become effective
in leadership? Possible follow-up question: Can you think of a specific example
that identifies your recommendation to improve the coaching process?
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10. What specific coaching characteristics do you need from your coach that would
continue to support your leadership growth as an effective leader? Possible
follow-up question: Please share a specific example that identifies your coaching
recommendations for improvement in the coaching process?
11. In reviewing the research on essential characteristics of coaching in supporting
effective leadership which characteristics listening, inquiry and questioning,
feedback, and building a trustworthy relationship with the coachee need
improvement in the coaching process? Possible Follow Up Question: Please give
specific examples of how these essential characteristics could be improved.
12. Are there any other recommendations you might have for improving the coaching
process to better support leaders, when they are involved in a coaching process,
especially at the secondary level?
Our interview has come to a close. Thank you for your time in responding in this
interview and contributing to this research study about coaching leaders to be effective.
Please let me know if you have anything else you’d like to add. I will send via email, the
transcription of the interview for your feedback. Additionally, if you would like a copy of
the final research findings upon acceptance by the university, I would be happy to
provide it to you.
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APPENDIX F
Coaching Characteristics Identified by Secondary Site Leaders Interview Questions
Alignment of Interview Questions and Research Questions

Research Questions
Research Question 1 (RQ
1)
What characteristics of
coaching do secondary
principals perceive support
effective leadership at
school sites?

Interview Questions (IQ)

IQ1: What are the essential characteristics of coaching
leaders that you perceive supports them in becoming
effective leaders
IQ 2: Would you please share specific examples of coaching
strategies used by the coach that assisted you in being more
effective as a leader?
Possible follow-up question: Would you expand by sharing
on the high school site or as a secondary principal how these
essential coaching characteristics supported you as a leader?
IQ 3: Listening is identified as a key characteristic of
coaching in the research studies I have investigated. Has
listening behavior by your coach in your coaching sessions
helped you to become a more effective leader?
Possible follow-up question: Would you expand on your
response by sharing examples on the high school site or as a
secondary principal how listening behavior from your coach
supported you as a leader?
IQ 4: Research identifies inquiry and questions as key
characteristic behaviors in coaching. Do you believe inquiry
and questioning are important or essential characteristic
behaviors your coach uses with you when they coach you?

Theoretical Framework
Variables /Coaching Characteristics

Listening (Bloom, et al., 2009, Reiss,
2015, Kimsey-House, 2011, Stone et al.,
1999 and Tschannen-Moran, 2020)

Inquiry/Questioning (Bloom et al.,2009,
Bloom, 2002, Reiss, 2015 and
Tschannen-Moran, 2020)

IQ 5: How has your coach used inquiry or asking questions
to support you in becoming a more effective leader?
Possible follow-up question: Can you think of specific
examples that demonstrate how inquiry or asking questions
in coaching assisted you in becoming a more effective
leader? As a secondary principal?
IQ 6: Feedback is viewed as an essential characteristic in
coaching in various research studies. Do you believe
feedback is an important characteristic you’ve experienced in
your coaching sessions?
How has feedback from your coach supported your
effectiveness as a leader?
Possible follow-up question: Can you think of a specific
example that demonstrated how feedback in coaching
supported your growth as a leader?
IQ 7: Building a trustworthy relationship is identified in
current research as being a crucial characteristic in coaching.
Do you believe a trustworthy relationship between you and
your coach is an important characteristic in your coaching?
Possible follow-up question: Can you think of a specific
example that demonstrates how building a trustworthy
relationship between you and your coach also helped you to
grow as an effective leader? IQ 5:
IQ 8: Has your effectiveness as a leader changed over time
as a result of the coaching process you have (are) involved
in??
Possible follow-up question: Can you provide a specific
example of a change in your leadership that resulted over
time from your coaching experiences?
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Inquiry/Questioning (Bloom, 2009,
Reiss, 2015 and Tschannen-Moran,
2020)

Feedback (Bloom et al., 2009, Bloom,
2009 and Tschannen-Moran, 2020)

Trustworthy Relationship (Bloom et al.,
2009, Downey, 2003, and Reiss, 2015)

Bloom et al., 2009, Downey, 2003, and
Reiss, 2015

Research Questions
Research Question 2
(RQ2)
What do secondary
principals recommend for
improving coaching that
supports effective
leadership at school sites?

IQ 9: As a secondary principal who is currently receiving
coaching, what essential characteristics of coaching would
you recommend are necessary as ways to improve the
coaching process to assist secondary principals to become
effective in leadership?
Possible follow-up question: Can you think of a specific
example that identifies your recommendation to improve the
coaching process?
IQ10: What specific coaching characteristics do you need
from your coach that would continue to support your
leadership growth as an effective leader?
Possible follow-up question: Please share a specific
example that identifies your coaching recommendations for
improvement in the coaching process?
IQ 11: In reviewing the research on essential characteristics
of coaching in supporting effective leadership which
characteristics listening, inquiry and questioning, feedback,
and building a trustworthy relationship with the coachee
need improvement in the coaching process?
Possible Follow Up Question: Please give specific
examples of how these essential characteristics could be
improved.
Interview Questions (IQ)

RQ 12: Are there any other recommendations you might
have for improving the coaching process to better support
leaders, when they are
involved in a coaching process, especially at the secondary
level?
RQ 13: Our interview has come to a close. Thank you for
your time in responding in this interview and contributing to
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Bloom et al., 2009, Reiss, 2015,
Kimsey-House, 2011 and TschannenMoran, 2020

Theoretical Framework
Variables /Coaching Characteristics

Bloom et al., 2009, Reiss, 2015,
Kimsey-House, 2011 and TschannenMoran, 2020

this research study about coaching leaders to be effective.
Please let me know if you have anything else you’d like to
add.
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APPENDIX G
Research Participants’ Bill of Rights

BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in an experiment, or
who is requested to consent on behalf of another, has the following rights:
1. To be told what the study is attempting to discover.
2. To be told what will happen in the study and whether any of the procedures, drugs
or devices are different from what would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the things that may
happen to him/her.
4. To be told if he/she can expect any benefit from participating and, if so, what the
benefits might be.
5. To be told what other choices he/she has and how they may be better or worse
than being in the study.
6. To be allowed to ask any questions concerning the study both before agreeing to
be involved and during the study.
7. To be told what sort of medical treatment is available if any complications arise.
8. To refuse to participate at all before or after the study is started without any
adverse effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she wishes to agree to be in
the study.
If at any time you have questions regarding a research study, you should ask the
researchers to answer them. You also may contact the Brandman University Institutional
Review Board, which is concerned with the protection of volunteers in research projects.
The Brandman University Institutional Review Board may be contacted either by
telephoning the Office of Academic Affairs at (949) 341-9937 or by writing to the Vice
Chancellor of Academic Affairs, Brandman University, 16355 Laguna Canyon Road,
Irvine, CA, 92618.

APPENDIX H
Informed Consent Form
INFORMATION ABOUT: The Essential Characteristics of Coaching Models That
Secondary Principals Perceive Support Effective Leadership at School Sites: A
phenomenological study to understand and describe the essential characteristics of
coaching that secondary principals perceive supports effective leadership at school sites.
RESPONSIBLE INVESTIGATOR: Bryanna Norton, Doctoral Candidate
PURPOSE OF THE STUDY: You are being asked to participate in a research study
conducted by Bryanna Norton, a doctoral student at Brandman University. This study is
being conducted for a dissertation for the Doctor of Education in Organizational
Leadership program at Brandman University. The purpose of this phenomenological
study is to understand and describe the essential characteristics of coaching that
secondary principals perceive supports effective leadership at school sites. An additional
purpose of this study was to determine what secondary principals recommend for
improving the coaching that supports effective leadership at school sites. The study will
endeavor to uncover the secondary principal’s perception regarding the coaching
characteristics they perceive support leadership at their school site. This research
addresses the gap in the literature by understanding and describing the essential
characteristics of coaching that veteran secondary principals perceive to support effective
leadership at school sites. Additionally, the study will determine what practices
secondary principals recommend for improving coaching and supporting effective
leadership. These determinations can then be utilized to support education in various
capacities across the United States. The results of this study may benefit school districts
in support site administrators developing expertise, identifying key characteristic site
leaders look for in a coach, superintendents and school districts focus coaching resources
on the most effective strategies, county offices can use the information to advise school
districts about equitable coaching support for site leaders, and finally policymakers can
use the information in developing policy to support site administrators beyond the initial
2 years do develop personal expertise in leadership.
By participating in this research study, I agree to participate in an audio (tape recorded or
Teams/Zoom)-recorded, structured, semi-structured, and unstructured interview
questions. The interview will take place, in-person or online, at a predetermined day and
time, and will last approximately an hour. During the interview, I will be asked a series
of questions constructed to understand my perceptions of essential coaching
characteristics that supports my leadership at the school site. Completion of the
individual interview will take place September through November, 2021.
I agree to provide artifacts such as coaching agendas, coaching conversations, leadership
style documents, staff meetings and/or other non-private documents to be reviewed by
the researcher. The researcher will not publish artifacts and will keep the information
protected for the privacy of the participants.
I understand that:
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a) The possible risks or discomforts associated with this research are minimal. It
may be inconvenient to spend up to one hour in the interview. However, the
interview session will be held at an agreed upon date/time, to minimize this
inconvenience.
b) I understand that the interview will be audio recorded. The recordings will be
available only to the researcher and the professional transcriptionist. The audio
recordings will be used to capture the interview dialogue and to ensure the
accuracy of the information collected during the interview. All information will
be identifier-redacted and my confidentiality will be maintained. Upon
completion of the study all recordings will be destroyed. All other data and
consents will be securely stored for three years after completion of data collection
and confidentially shredded or fully deleted.
c) The possible benefit of this study is to add to the research regarding The Essential
Characteristics of Coaching Models That Secondary Principals Perceive Support
Effective Leadership at School Sites. The information from this study is intended
to inform researchers, school districts, county offices of education and educators.
The findings and recommendations from this study will be made available to me
at the conclusion of the study. I understand I will not be compensated for my
participation.
d) Any questions I have concerning my participation in this study will be answered
by Bryanna Norton, Brandman University Doctoral Candidate. I understand that
Bryanna Norton may be contacted by phone at (760) 415-1255 or by email at
bnorton1@mail.brandman.edu. The dissertation chairperson may also answer
questions: Dr. Lisbeth Johnson at ljohnso3@brandman.edu.
e) I understand that I may refuse to participate in or I may withdraw from this study
at any time without any negative consequences. Also, the investigator may stop
the study at any time. I also understand that no information that identifies me will
be released without my separate consent and that all identifiable information will
be protected to the limits allowed by law. If the study design or the use of the data
is to be changed I will be so informed and my consent obtained. I understand that
if I have any questions, comments, or concerns about the study or the informed
consent process, I may write or call the Office of the Vice Chancellor Academic
Affairs, Brandman University, 16355 Laguna Canyon Road, Irvine, CA 92618
Telephone (949) 341-7641. I acknowledge that I have received a copy of this
form and the Research participant’s Bill of Rights.
f) The study will be audio recorded, and the recordings will not be used beyond the
scope of this project. Audio recordings will be used to transcribe the interviews.
Once the interviews are transcribed, the audio/video and interview transcripts will
be kept for a minimum of three years by the investigator in a secure location.
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g) No information that identifies me will be released without my separate consent
and that all identifiable information will be protected to the limits allowed by law.
If the study design or the use of the data is to be changed, I will be informed, and
my consent re-obtained. If I have any questions, comments, or concerns about the
study or the informed consent process, you may email the Dissertation Chair,
Lisbeth Johnson at ljohnso3@branmdan.edu.
I acknowledge that I have received a copy of this form and the Research
Participant’s Bill of Rights. I have read the above and understand it and hereby consent to
the procedure(s) set forth.

_____________________________________________
Signature of Participant
_____________________________________________
Signature of Principal Investigator
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__________________
Date
__________________
Date

APPENDIX I
Electronic Informed Consent
INFORMATION ABOUT: The Essential Characteristics of Coaching Models That
Secondary Principals Perceive Support Effective Leadership at School Sites: A
phenomenological study to understand and describe the essential characteristics of
coaching that secondary principals perceive supports effective leadership at school sites.
RESPONSIBLE INVESTIGATOR: Bryanna Norton, Doctoral Candidate
You are being asked to participate in a research study conducted by Bryanna Norton, a
doctoral student at Brandman University. This study is being conducted for a dissertation
for the Doctor of Education in Organizational Leadership program at Brandman
University. The purpose of this phenomenological study is to understand and describe
the essential characteristics of coaching that secondary principals perceive supports
effective leadership at school sites. An additional purpose of this study was to determine
what secondary principals recommend for improving the coaching that supports effective
leadership at school sites. The study will endeavor to uncover the secondary principal’s
perception regarding the coaching characteristics they perceive support leadership at their
school site. This research addresses the gap in the literature by understanding and
describing the essential characteristics of coaching that veteran secondary principals
perceive to support effective leadership at school sites. Additionally, the study will
determine what practices secondary principals recommend for improving coaching and
supporting effective leadership. These determinations can then be utilized to support
education in various capacities across the United States. The results of this study may
benefit school districts in support site administrators developing expertise, identifying
key characteristic site leaders look for in a coach, superintendents and school districts
focus coaching resources on the most effective strategies, county offices can use the
information to advise school districts about equitable coaching support for site leaders,
and finally policymakers can use the information in developing policy to support site
administrators beyond the initial 2 years do develop personal expertise in leadership.
Your participation in this survey is voluntary. You may choose not to participate. If you
decide to participate in this electronic survey, you can withdraw at any time. Your
responses will be confidential, and the questions will pertain to your perceptions
regarding the essential characteristics of coaching that support your effective leadership
at the school site.
Each participant will use a three-digit code for identification purposes. The researcher
will keep the identifying codes safe-guarded in a locked file drawer to which the
researcher will have exclusive access. The outcomes of this study will be used for
academic purposes only.

a) No information that identifies me will be released without my separate consent
and that all identifiable information will be protected to the limits allowed by law.
If the study design or the use of the data is to be changed, I will be informed, and
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my consent re-obtained. There are minimal risks associated with participating in
this research. I understand that the Investigator will protect my confidentiality by
keeping the identifying codes and research materials in a locked file drawer that is
available only to the researcher. All information will be identifier-redacted and
my confidentiality will be maintained. Upon completion of the study all
recordings will be destroyed. All other data and consents will be securely stored
for three years after completion of data collection and confidentially shredded or
fully deleted. If I have any questions, comments, or concerns about the study or
the informed consent process, you may email the Dissertation Chair, Lisbeth
Johnson at ljohnso3@branmdan.edu.
b) I understand that I may refuse to participate in or I may withdraw from this study
at any time without any negative consequences. Also, the investigator may stop
the study at any time. I also understand that no information that identifies me will
be released without my separate consent and that all identifiable information will
be protected to the limits allowed by law. If the study design or the use of the data
is to be changed I will be so informed and my consent obtained. I understand that
if I have any questions, comments, or concerns about the study or the informed
consent process, I may write or call the Office of the Vice Chancellor Academic
Affairs, Brandman University, 16355 Laguna Canyon Road, Irvine, CA 92618
Telephone (949) 341-7641. I acknowledge that I have received a copy of this
form and the Research participant’s Bill of Rights.
If you have any questions about answering the questions or any aspects of this research,
please contact Bryanna Norton at bnorton1@mail.brandman.edu or by phone at
760.415.1255; or Dr. Lisbeth Johnson, Advisor, at ljohnso3@branmdan.edu.
ELECTRONIC CONSENT: Please select your choice regarding participation
following indication that you meet the age and employment criteria. Selecting
“agree” indicates that you have read the informed consent form and the information in
this document and that you voluntarily agree to participate. If you do not wish to
participate in this electronic survey, you may decline participation by clicking on
the “disagree” button.
□ AGREE: I acknowledge receipt of the complete Informed Consent packet and “Bill
of Rights.” I have read the materials and give my consent to participate in the study.
□ DISAGREE: I do not wish to participate in the study.
By signing this form, I acknowledge that I have completely read and fully understand the
above information.

_____________________________________________
Signature of Participant or Responsible Party

__________________
Date

_____________________________________________
Signature of Principal Investigator

__________________
Date
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APPENDIX J
Audio/Video Release Form
RESEARCH STUDY TITLE: The Essential Characteristics of Coaching Models That
Secondary Principals Perceive Support Effective Leadership at School Sites
BRANDMAN UNIVERSITY
16355 LAGUNA CANYON ROAD
IRVINE, CA 92618
I authorize Bryanna Norton, Brandman University Doctoral Candidate, to either tape
record or video record myself/voice. I give Brandman University and all persons or
entities associated with this research study permission or authority to use this recording
for activities associated with this research study.
I understand that the recording will be used for transcription purposes and the
information obtained during the interview may be published in a journal/dissertation or
presented at meetings/presentations.
I will be consulted about the use of the video/audio recordings for any purpose other than
those listed above. Additionally, I waive any right to royalties or other compensation
arising correlated to the use of information obtained from the recording.
By signing this form, I acknowledge that I have completely read and fully understand the
above release and agree to the outlined terms. I hereby release all claims against any
person or organization utilizing this material.

_____________________________________________
Signature of Participant or Responsible Party

__________________
Date

_____________________________________________
Signature of Principal Investigator

__________________
Date
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APPENDIX K
National Institute of Health (NIH) Certificate
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APPENDIX L
Theoretical Framework Artifact Review Form

Coaching Characteristics
Artifact Description

Building a Trustworthy
Relationship

Evidence

Coaching Characteristics
Artifact Description

Listening

Evidence

Coaching Characteristics
Artifact Description

Inquiry/Questions

Evidence

Feedback

Evidence

Coaching Characteristics
Artifact Description
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APPENDIX M
Observation Protocol
Date:
Time:
Observer
Instructions: Please read over the coaching characteristics on the side
and identify the characteristics that that are present during the time you
are conducting the observation. On the narrative side, please indicate,
in detail, what you observe during the time you are present.
Characteristics: Listening, Trusting Relationship, Feedback,
Inquiry/Questions and
Narrative Evidence:

Summary:
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APPENDIX N
Brandman University Institutional Review Board (BUIRB) Approval

Institutional Review Board <my@umassglobal.edu>

Wed, Aug 25,
2021, 3:28 PM

Dear Bryanna Norton,
Congratulations! Your IRB application to conduct research has been approved by
the UMass Global University Institutional Review Board. Please keep this email for your
records, as it will need to be included in your research appendix.
If you need to modify your BUIRB application for any reason, please fill out the
"Application Modification Form" before proceeding with your research. The
Modification form can be found at IRB.umassglobal.edu
Best wishes for a successful completion of your study.
Thank You,
BUIRB
Academic Affairs
UMass Global University
16355 Laguna Canyon Road
Irvine, CA 92618
buirb@umassglobal.edu
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APPENDIX O
Raw Data Interview and Observation Chart

Interview and Observation Data
Number of
respondents
6
3
4
4
4
4

%
based
on N
54.5
27
36.3
36.3
36.3
36.3

Theme/pattern
Relationship
Consistency
Communication
Reflection
Personal Growth
Mindfulness of
Questioning
Reflective
4
36.3
Questioning
Note. N for interview participants = 11.
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Interview
sources
4
3
4
2
4
6

Observation
sources
2
0
2
2
0
1

6

0

APPENDIX P
Raw Data Interview and Artifact Chart

Interview and Artifact Data

Theme/pattern
Relationship
Consistency
Communication
Reflection
Personal Growth
Mindfulness of
Questioning
Reflective
Questioning

Number of
respondents
6
3
4
4
4
4

%
based
on N
54.5
27
36.3
36.3
36.3
36.3

Interview
sources
4
3
4
2
4
6

Artifact
Sources
0
0
0
0
1
0

4

36.3

6

0
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APPENDIX Q
Overall Raw Data

Interview, Artifact and Observation Data

Theme/pattern
Relationship
Consistency
Communication
Reflection
Personal Growth
Mindfulness of
Questioning
Reflective
Questioning

Number of
respondents
6
3
4
4
4
4

%
based
on N
54.5
27
36.3
36.3
36.3
36.3

4

36.3
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Interview Observation
sources
sources
4
2
3
0
4
2
2
2
4
0
6
1
6

0

Artifact
Sources
0
0
0
0
1
0
0

APPENDIX R
Participant Criteria Data
Participant Criteria, High School Principals
Participants

Was
located
within San
Diego, San
Bernardino,
or
Riverside
County.

Had 3 years
of
experience
at a
secondary
site as the
principal.

Had 3 years
of
experience
at a site as
the
principal.

Was the site
administrato
r at a
secondary
site within
the last three
years with
50-3,000
students.

Had
received
at least 1
year of
coaching
to
improve
their
leadership
capacity.

Had not
been
assigned a
coach due
to
either
formal or
informal
discipline.

A
B
C
D
E
F
G
H
I
J
K

X
X
X
X
X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X

X
X
X
X
X
X
X
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X
X
X

APPENDIX S
Participant Belief That the Coaching Characteristic Is Essential

Characteristic
Trusting
Relationship
Inquiry and
Questioning
Feedback
Listening

Number of
respondents
11

%
based Interview Observation Artifact
on N
sources
sources
Sources
100
11
0
0

Frequency
of
Reference
11

11

100

11

0

0

11

11
11

82
82

11
11

0
0

0
0

9
9
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